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ABSTRACT 
This study was undertaken to obtain information about teachers' perspectives toward 
teaching home economics through literature. The four objectives of tliis study were to (a) 
develop a conceptual framework for using literature to teach home economics; (b) develop an 
instrument based on the conceptual frameworic; (c) identify Taiwanese junior high school 
home economics teachers' perspectives toward teaching home economics through literature; 
and (d) describe information about literature provided by teachers. 
The conceptual framework proposed in this study was developed to assist students to 
interact rationally and morally with their environment via the integration of concepts presented 
in home economics and literature, efferent and aesthetic reading approaches, empirical and 
hermeneutic sciences, technical and interpretive rationalities, as well as vicarious experiences 
described m the literature and learners' actual experiences in daily living. The four elements of 
the conceptual framework surrounding the teacher and the students were identified in terms of 
the content of home economics, literature, interactive dialogue, and evaluation. 
The instrument used in the study was developed based on the conceptual framework. 
It included 131 items regarding four elements of the conceptual framework. A mail survey 
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v/as conducted in December, 1994. The responses of 217 home economics teachers in 
Taiwan were used for data analysis. Based on an analysis of the data, the instrument is 
considered to be reliable and provides an overview of the teachers' perspectives toward using 
literature to teach home economics. The main conclusions based on the empirical data were 
drawn as follows: 
The teachers agreed that the content of home economics in relation to family and 
individuals could be taught through literature. The content related to food and eating, 
handicrafts, or clothing and textile were rated as important, but there was less agreement that 
these could be taught via literature. Literature could be used to teach home economics if it is 
appropriately selected. As indicated by the teachers, the current worics of Chinese writers can 
be used in home economics tend to focus on (a) touching human minds by portraying human 
experiences with a humorous, gentle, relaxed, and lively writing style; (b) encouraging youth 
to strive for self-actualization; (c) purifying the human spirit; and (d) providing environmental 
information. The works of current writers the students preferred are humorous, comical, 
warm, and sweet, especially those touch the minds of the adolescents. Short stories and 
essays, whether or not it is literary works or informational reports, were recognized as the 
types of literature that could be used as resources in home economics. 
1 
CHAPTER!. INTRODUCTION 
A conceptual framework for developing curriculum and an instrument measuring 
perspectives toward using literature to teach home economics by junior high school home 
economics teachers in Taiwan were developed by the researcher. The conceptual framework 
of curriculum integrates concept-based and literature-based approaches to teaching home 
economics. Teachers' perspectives toward a conceptual framework of curriculimi have impact 
on whether they adopt the conceptual framework as well as influence their use and/or abuse of 
it. To ensure successful use of this conceptual framework m Taiwanese junior high schools, 
understanding the teachers' perspectives toward the conceptual frameworic is essential. 
Determining how best to gain teachers' imderstanding is the primary concern of this study. 
As a beginning note in this study two terms are used interchangeably as they relate to 
the subject being examined; family and cormmer sciences waA home economics. Family cmd 
consumer sciences replaced home economics at Iowa State University (ISU) ia 1986. In the 
United States, the major professional association, the American Association of Family and 
Consumer Sciences, approved this name change in 1994. However, this study was conducted 
in Taiwan where home economics is the ofScial term used for the subject taught at the junior 
high school level. For purposes of this study, the term home economics was used when the 
context relates to Taiwan and when home economics specifically is used by authors cited in 
the literature. 
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Background of the Study 
Since 1949, Taiwan has offered a home economics curriculum for junior high school 
students based on national curricular standards formulated by the Ministry of Education in 
Taiwan, Republic of China. Home econoniics has traditionally been a two hours per week 
course for seventh, eighth, and ninth grade female students. In 1994, a revision of the 
National Curricular Standards was approved, to talce effect in August 1995. 
Changes in the home economics curriculum during this revision included the 
substitution of home economics for housekeeping courses, the reorganization of the subject 
matter for each grade, a reduction in the time allocation for home economics, and the olSfering 
of home economics to both male and female students. The requirement of six years of 
compulsory education was extended to nine years in Taiwan in 1968. Before 1972, home 
economics was entitled "housekeeping courses" in the curricular standards. The content of 
home economics included the combination of six content areas for each grade; interpersonal 
relationships and decorum, home handicrafts, family meals and food, personal adornment and 
clothing, family housing, and personal and family health care. The content and its 
organization were changed again by the 1983 revision of curricular standards; the sbc areas 
were retained, but each semester had only one focus. The two content areas offered in the 
seventh grade were living adjustment during the fall semester and food during the spring 
semester; in the eighth grade, clothing was offered during the fall semester and housing during 
the spring semester; and in the ninth grade, health care during the fall semester and living arts 
during the spring semester. 
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Three major shifts were recommended in the 1994 revision of the curricular standards. 
The first shift v^as a requirement that home economics be offered to both male and female 
students; thus, f^ure to provide home economics for all junior high school students v^ould be 
considered illegal. The second shift w^as the reduction in the time allocation for home 
economics courses. The original time span, a two hours per week allotment, was shared with 
industrial arts wherein female students took home economics and male students took 
industrial arts. This time span will be replaced by either two hours per week during one 
semester in an academic year, or one hour per week for two semesters in an academic year. 
As a resuh, the time for home economics classes will be decreased fifty percent, and students 
of both genders will take both home economics and industrial arts. The third shift is the 
revision of the content of home economics. To meet the needs of both male and female 
students as well as the new time allocations, home economics content now focuses on family 
life, clothing, and food at the 7th, 8th, and 9th grade levels. In this new curriculum, the 
purposes of home economics education will be to: 
1. prepare students for family life and sound citizenship in the contemporary age; 
2. enrich the basic knowledge and competencies of students for daily living; and 
3. enlighten students' interests and ideals for the enhancement of their lives. 
Home economics teachers immediately will face some challenges based on shifts in 
the historical background. Home economics has not been required for the senior high school 
entrance examination, and some home economics teachers have taken advantage of this policy 
by arranging their teaching to be very flexible or even not following curricular standards, while 
other home economics teachers have persisted in retaining the housekeeping courses of an 
4 
even earlier era. A variety of teaching practices in home economics according to teachers' 
preferences has provoked criticism and presents challenges that secondary school home 
economics teachers and university educators encounter today. The critical challenges focus 
on the following questions: 
1. How do home economics teachers express uniqueness in their teaching? 
2. What benefits do students receive fi-om home economics classes? 
3. How can home economics teachere be helped to meet the new challenges? 
This study was undertaken to address the first two questions and to make recommendations 
that will help answer the third question. 
Significance of tlie Study 
Departmentalization of the school curriculum has been occurring ever smce the formal 
school system was instituted in Taiwan. However, curriculum departmentalization can cause 
ine£fective or inefScient leammg because of the lack of connection and coherence related to 
questions or issues of concern to the learners and the society (Beane, 1992a; Dressel, 19S8; 
Vars, 1991). The lack of connection and coherence of the curriculum to the learners and to 
societal concerns is one of major reasons for the learners' physical or mental absence fi'om the 
learning (Brandt, 1991). According to the Committee of Curricular Standards at the junior 
high school level in Taiwan (1993), the integration of related subjects has been an endeavor of 
the new curricular revision. Curriculum integration could facilitate learning by placing 
learning in the context of the learners' significant personal-social realm. In particular, home 
economics has been taught separately through courses in living adjustment, food, clothing. 
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housing, health care, and living arts by using home economics textbooks which were edited 
based on the curricular standards. Thus, many basic concepts have been spread widely over 
several areas of content. For example, purchases take place in all areas of clothing, food, 
housing, health care, and even living adjustment and living arts. The concept-based approach 
could be used to facilitate development of concepts in related areas to: (a) understand and 
reduce the complexity of the world; (b) form principles or generalizations of new instances; 
(c) distinguish noninstances of the concept; and (d) recognize cause and effect, correlations, 
probabilities, and relationships among concepts. Concepts are the fundamental agents of 
thought for himian beings from early childhood through adulthood. Therefore, when time is 
limited, a well-developed concept-based approach could be us^. 
As a society becomes more diverse, a single viewpoint is no longer adequately 
satisfied. In spite of having several versions of home economics textbooks for junior high 
school students in Taiwan, teachers tend to use only one textbook because students cannot 
afford supplementary textbooks. Textbooks often strive to present as many objectively 
documented fiicts as possible and thereby lose the lively qualities of human experiences 
(Levstik, 1993). Th^r often fail to make clear connections between motive and action as well 
as cause and effect which help students build bridges from the present to the past and back 
again (Fuhler, 1992). 
A literature-based approach can be used to help students gain insights into themselves 
and others, as well as build background knowledge in the areas of the students' interests 
(Qazer, 1989; Kulleseid & Strickland, 1989). Literature generaUy has been defined as an art 
mediated by language and letters to express human experience in aesthetic and/or 
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informational responses (Barone, Eeds, & Mason, 1995; Rosenblatt, 1991; Vacca & Vacca, 
1993). The subject of literature is life itself, and its content is often transdisciplinaiy (Barone 
et al., 1995). The content of literature may be closely related to home economics where 
literature used as supplemental material, or as a core text provides profound and broad 
feelings, thoughts, and insights as well as reflects current social change. A literature-based 
approach provides learners with opportunities for dialogue with the literature, the author, the 
teacher, and other learners. Through dialogue, mterpretation, and reflection, learners may 
develop new insights into their schemes of meaiung in response to their questions and 
concerns (Beane, 1993b). 
Integration of the concept-based and literature-based approaches provides learners an 
opportunity not only to generate and expand concepts of the content area but also to 
construct schemes of meaning in relation to the learners' concerns, especially social concerns. 
Learners are not just receivers or observers of knowledge or information, but the creators of 
new insights relating to their daily lives, &milies, and the larger environment. This type of 
integrative curriculum can be used to encourage students to express their ideas, listen to the 
opinions of others, share different perspectives, cooperate with each other, expand their 
experiences, and conceptualize their own ideas. Taiwan is a society stepping toward 
democracy, and educating students to gain competencies essential to a free society will be 
vital. Home economics teaching could be particularly helpful to fostering these competencies. 
Therefore, the researcher has developed a conceptual framework to meet this demand. 
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Purpose 
The purpose of this study was to obtain data and information about teachers' 
perspectives toward teaching home economics through literature. The specific objectives of 
this study were to: 
1. develop a conceptual fi:amework which uses literature to teach home economics; 
2. develop an instrument based on the conceptual fi'amework; 
3. identify teachers' perspectives toward teaching home economics through literature; and 
4. describe information about literature provided by teachers. 
Definitions 
Terms important to this study are defined as follows; 
Curriculum integration Refers to a curriculum as one in which planned learning 
experiences not only provide learners with a unified view of commonly held knowledge, but 
also motivate and develop the learners' power to perceive new relationships themselves 
(Beane, 1993b; Dressel, 1958; Harter& Gehrke, 1989). 
Concept An idea, mental thought, or abstracting representation of objects or events, 
and a means of organizing them (American Home Economics Association, 1967). 
Literature An art mediated by language and letters to express human experiences. 
These experiences could be scientific or informational knowledge as well as emotional or 
aesthetic expressions (Barone et al., 1995; Rosenblatt, 1991; Vacca & Vacca, 1993). 
Home economics teachers Junior high school teachers who are certified home 
economics teachers, regardless the number of weekly hours they teach home economics. 
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Format 
This study begins with an introduction which includes a statement of the background 
for the study, the significance of the study, its purpose, and a definition of terms. The review 
of literature which follows contains a discussion of curriculum integration, curriculum 
development in home economics, and the use of literature to teach home economics. Chapter 
three includes an explanation of the procedures related to the development of the conceptual 
firework and the instrument, sample selection, data collection, and data analysis. The 
research results, analysis, and summary of the findings are reported in chapter four. Chapter 
five, the concluding chapter, presents the discussion, conclusions, limitations, and 
recommendations of the study. 
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CHAPTER 2. REVIEW OF LITERATURE 
The review in this chapter is related to curriculum integration, curriculimi development 
in home economics, and the use of literature to teach home economics. This review is 
intended to facilitate the development of a conceptual framework and an instrument that can 
help identify teachers' perspectives toward teaching home economics through literature. 
Curriculum Integration 
Curriculum integration is not a new idea. As early as 1937, Edison Oberholtzer used 
the term "integrated curriculum" in his text. Dressel (1958) as well as several other educators 
were usmg the term decades ago. Currently, there is a growing interest in education to assist 
students in synthesizing information and transferring knowledge across disciplines to solve 
real-world problems. This section includes a review of the meaning, purpose, types, and 
attributes of curriculum integration in general, as well as curriculum mtegration in home 
economics specifically. 
The meaning of curriculum integration 
Three basic terms—integration, curriculum, and curriculum integration, are described 
in this section. Integration is a term derived from the Latin root, integrare, which means to 
make whole (Harter & Gehrke, 1989). Integration implies wholeness and unity rather than 
separation and fragmentation (Beane, 1991). Integration is organizing experiences that take 
place in the mind of the learners (Beane, 1993b; Dressel, 1958; Harter & Gehrke, 1989). 
Integration refers to the ongoing process that brings together the diverse influences of the 
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many sources bearing on the solution to a complex problem (Iran-Nejad, McKeachie, & 
Berliner, 1990). These descriptions portray the attainment and process of integration, as well 
as the masters who are in charge of integration. The attainment of integration comprises 
wholeness or unity. The process of int^ation involves organizing many sources or 
experiences related to solving complex problems. The masters of integration are the learners 
themselves. Thus, mtegration is expected to take place in the learners themselves to attain 
wholeness for solving problems by continuous synthesis of diverse influences. 
The word curriculum comes from the Latin root meaning racecourse. Curriculum 
may be defined as the program of studies, course content, planned learning experiences, a 
structured series of intended learning outcomes, or a written plan for action (Zais, 1976). 
These types of definitions tend to define curriculum as a pre-determined course. Students 
become the observers of knowledge but not participants or creators of knowledge. Grundy 
(1987) defined curriculum as a way of organizing a set of human educational practices that 
implies the concept of human beings and the world. Taimer (1989) provided a view of 
curriculum wherein the real curriculum is not the academic subject matter, but the life 
experience in the school and community. In other words, curriculum is not a journey course, 
it is the journey itself In this perspective, curriculum requires a new recognition of 
interdependence of knowledge and its relevance to the life of the learners in their environment. 
Curriculum integration, according to Dressel (1958), Beane (1993a), and Harter and 
Gehrke (1989), is a planned learning experience that not only offers the learners with a unified 
view of commonly held knowledge, but also motivates and develops the learners' power to 
perceive new relationships themselves. This definition mcludes two ideas; a facilitator of 
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integration and the master of integration. The former points to the facilitation of a program 
designed to stimulate integration occurring m learners. The program design synthesizes the 
related, broader, and deeper knowledge or experiences for learning. It is assumed that the 
more meaningful, the more deeply or elaboratively processed, the more situated in context, 
and the more rooted in cultural background and personal knowledge an event is, the more 
readily it is imderstood, learned, and remembered (Iran-Nqad et al., 1990). The latter refers 
to the master of integration, or the learners who wiU be able to attain integration. A fiilly 
integrative curriculum should be an open system that allows learners to organize and 
reorganize their experiences to be operative in their environment. 
The purpose of curriculum integration 
Ideas related to curriculum integration vary depending on the desired purpose. The 
purpose of curriculum integration has a variety of focuses. Table 2.1 shows a list of different 
perspectives of the purpose. Purposes, such as accomplishing basic educational goals 
(Brophy & AUeman, 1991), fostering comprehensive and holistic learning (Harter & Gehrke, 
1989), and maximizing student leammg (Hough & Donlan, 1994), are more general. Some 
purposes tend to emphasize discipline-based integration, such as encouraging a consciousness 
of the concept of interdisciplines (Jacobs, 1989), or achieving maximum coherence and 
minimizing segmentation (Palmer, 1991). This type ofintegration generally uses the term 
interdisciplinary curriculum. Curriculum integration with a purpose such as tackling the 
issues the learners face at present and in the &ture tends to be called core curriculum (Wr^a, 
1992). Some purposes indicate not only the goal to be achieved but also what is to be 
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Table 2.1. The purpose of curriculum integration 
Researcher^ear Purpose 
Beane, 1992b 
Beane, 1993b 
Bio[^ y & AUeman, 1991 
Dressel, 19S8 
Harter & Gehike, 1989 
Hough & Donlan, 1994 
Jacobs, 1989 
Kersh, 1989 
Nielsen, 1989 
Pahner, 1991 
Wraga, 1992 
To &cilitate the search self and social meaning, 
to help young people to be knowledgeable and skilled, 
to bri^  yoimg pe l^e and the world into closer connection and 
to bring what we know about curriculum and learning to life in school. 
Integrate experiences and insights into the learner's scheme of meanings. 
Accon:q>Iish basic educational goals. 
Motivate and develop the learners' power to perceive and create new relationships 
for themselves. 
Foster conqirehensive, holistic learning. 
Maximize student learning. 
Stimulate an awareness of issues related to the theme, 
and encourage a onsciousness of the concept of interdisciplinary curriculum. 
Unite knowle(ke across sut^ ect disciplines, unite learning activities across 
subject matter boundaries, carganize mowl^ e and e:q)enence, and search for 
meaning. 
Synthesize information, transfer knowledge across disciplines, and solve real-
world problems more effectively. 
Achieve maximum coherence, minimize segmentation, and lessen some of the 
fiagmentatioa 
Tackle the issues they &ce at present and in the future. 
integrated. For instance, Kersh (1989) described the purposes of curriculum integration as to 
unite the knowledge across subject areas, to unite learning activities across subject area 
boundaries, to organize knowledge and experience, and to search for meaning. Nielsen 
(1989) declared that the purposes of integration are to help learners synthesize information, 
transfer knowledge across disciplines, and better solve real-world problems. Many statements 
on the purposes of integration emphasize the learners, such as to integrate experiences and 
insights into the learner's scheme of meanings (Beane, 1992b, 1993b), and to motivate and 
develop the learners' power to perceive and create new relationships for themselves (Dressel, 
1958). These types of integration tend to use the term integrative curriculum. 
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Types of curriculum integration 
According to the preceding review, at least four types of curriculum integration are 
used for organizing the curriculum. The following review focuses on these four types of 
curriculum: integrated, interdisciplinary, core, and integrative. 
Integrated curriculum A representative example of this type of curriculum is 
Stevenson and Can s^ (1993) Integrated Studies in the Middle Grades: Dancing through 
Walls. Integrated studies are developed on the basis of physical, intellectual, social, and 
emotional characteristics and needs of young adolescents. Integrated studies begin with 
students and a selected topic that is obviously, or likely to be, interesting to students. Thus, 
the fit be^veen the choice of topic and the subsequently planned learning activities are derived 
directly from a student-based context. The units should reflect a balance between a student-
based context and what the teachers know their students need to know and will be able to 
learn. This type of integration tends to be a planned, structured, and pre-developed program. 
Interdisciplinary curriculum Many researchers use an interdisciplinary curriculum 
to establish their idea of curriculum integration. Palmer's (1991) description of the public 
school system, at Howard County, Maryland, focuses on teachers' use of planning wheels to 
connect existing curricula and to create an interdisciplinary curriculum that makes learning 
more meaningful. Jacobs (1989) stressed that the purpose of an interdisciplinary curriculum is 
not only to stimulate awareness in the student of the issues related to the theme, but also to 
encourage a consciousness of the concept of interdisdpline. Jacobs proposed the following 
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continuum of six design options for an integrated curriculum; 
1. The discipline-field based design is a strict interpretation of the disciplines with 
separate subjects in separate time blocks during the school day. 
2. The parallel-disciplines design is characterized by teachers sequencing their lessons to 
correspond to lessons in the same or other disciplines, in order to relate studies in one 
subject with studies in another. 
3. The multi-disciplinaiy design suggests that certain related disciplines be brought 
together in a formal unit or course to investigate a theme or issue. 
4. The interdisciplinary design has a knowledge-based view of curriculimi that 
consciously applies methodology from more than one discipline to examine a central 
theme, issue, problem, topic, or experience. 
5. The integrated-day design emphasizes an organic approach to classroom life that 
focuses the curriculum on the child's questions and interests rather than on content 
determined by a school or state syllabus. 
6. The complete program fially incorporates interdsciplinary work. Students live within 
the school environment and create the curriculum out of their daily lives. An example 
of this design is that of the Summerhill School in England. 
Fogarty (1991) proposed ten ways to integrate curriculum by rearrangmg 
interdisciplmary topics around overlapping concepts in order to make valuable connections 
while learning. The first three models focus on integration within a single discipline: the 
fi-agmented model, the connected model, and the nested model of integration. Five models 
deal with integration across several disciplines: the sequenced model, the shared model, the 
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webbed model, the threaded model, and the integrated model of integration. In the other two 
models, integration is within and across learners; the immersed model and the networking 
model of integration. 
Both Jacobs' six options and Fogarty's ten models emphasize three categories of 
curriculimi integration: (a) integration within subject; (b) integration between or among 
subjects; and (c) integration within learners. Th^ reinforce a continuum of curriculum design 
options for integration that starts at content-based and proceeds to learner-based integration. 
Core curricalnm The idea of a core curriculum can be traced to the idea of Herbert 
Spencer in the 1800s through John Dewey's work at the University of Chicago Laboratoiy 
School in the 1920s, and from the famous Eight-Year Study of the Progressive Education 
Association in the 1940s (Vars, 1991) to the popularization of the core curriculum concept 
during the 1940s and 1950s. A core curriculum may be correlated, unified, fused, combined, 
structured, or unstructured based on disciplinary-centered integration (Wraga, 1992). Wraga 
used the term core curriculum to decrease fragmentation in the curriculum instead of 
proposing various types of integrative or holistic curriculum. Wraga advocated that the real 
core curriculum for the 1990s must be referred to as a problem-focused and interdisciplinary 
curricular organization that is particularly suited to accommodating the developmental 
characteristics of young adolescents the issues th^ face at present and in the future. 
Vars (1991) identified the two distinct forms of core curriculum: (a) the structured 
core approach in which a cluster of student concerns or needs are identified by staflF members; 
and (b) an unstructured core in which teachers and students together develop units of study 
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that are appropriate and meaningful in terms of the students' level of maturity. The former 
structured curriculum may be referred to as integrated, while the latter unstructured 
curriculum may be referred to as integrative. 
Integrative curriculum Using the term integrative curriculum, Beane (1993b), 
Dressel (1958), Harter and Gehrke (1989), and Tanner (1989) depicted their own 
perspectives of curriculum integration. An integrative curriculum is based on providing 
either a structured or an unstructured planned learning experience to the learners in order to 
motivate and develop the learner's power to perceive new relationships themselves (Dressel, 
1958). The critical point is to motivate and develop the learner's power to perceive new 
relationships themselves. Beane (1993b) expressed the belief that genuine learning occurs as 
people integrate experiences and insights into their schemes of meanings. Harter and Gehrke 
(1989) asserted that human beings need connection and seek integration for grasping things 
on a higher order of interrelationship. Tanner (1989) emphasized that an integrative 
curriculum requires a new recognition of the interdependence of kno\^edge and its relevance 
to the life of the learner in a free society. Beane and Dressel preferred the term integrative 
curriculum to integrated curriculum, since experiences are integrated into the present 
schemes of meanings and new ones are constructed with the purpose of helping students 
integrate their experiences on their own terms rather than on teachers' terms. 
Each type of curriculum integration makes a unique contribution to the idea of 
curriculimi integration. The idea of integrated curriculum provides a planned unit that reflects 
a balance between a student-based context and the teacher-determined content. The idea of 
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interdisciplinary curriculum offers a continuimi of strategies for developing integrated 
curriculum. The idea of core curriculum supplies a focus that could be a theme, topic, 
problem, issue, concept, or concern with regard to individuals and/or society. The idea of 
integrative curriculum tends to emphasize the attainment of integration within the learners and 
that int^ation is related to the life of the learners in their society. 
Two common traits are shown in the four types of curriculum integration. All types of 
integration start with selecting a topic, theme, problem, issue, concept, or concern by teachers 
or the teaches and their students. In addition, all four types of integration intend to make 
learning more meaningful. 
The attributes of curriculum integration 
Curriculum integration is important and useful in some situations but does not always 
make curriculum worthwhile. To develop an integrative curriculum at the junior high school 
level, several key points must be taken into consideration. 
Curriculum integration should be significant in general education and content area 
instruction. Brophy and AUeman (1991) provided two criteria for examining curriculum 
integration. One is that activities should be educationally significant. An activity is 
appropriate because it promotes progress toward significant educational goals, not merely 
because it cuts across subject-matter lines. The other is that activities should foster 
accomplishment of major goals in certain content areas. When integration is not necessary but 
desirable, activities may enrich the teaching of another content where there may seem to be a 
lack of value in the content to be learned. 
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Curriculum integration should take into account the learners, content, and context of 
teaching and learning. Beane (1992b) described the concept of an integrative curriculum that 
includes four characteristics: (a) themes naturally focus on personal-social issues; (b) the 
curriculum be planned with the learners; (c) the context of democracy and human dignity 
should be considered; and (d) the concept of cultural diversity should be taken into 
consideration. Beane (1993a) provided a detailed guideline for reference to develop an 
integrative curriculum for the middle school level. The integrative curriculum should: 
1. focus on general education; 
2. help adolescents explore self and social meanings at this time in their lives; 
3. respect the dignity of students; 
4. be firmly grounded in democracy; 
5. honor diversity; 
6. be of great personal and social significance; 
7. be life-like and lively; and 
8. enhance knowledge and skills for all young people. 
The guideline proposed by Beane considers the needs and the development of the 
learners, the context of the society m which the learners live, and the goals of education at this 
level. Students at this level are concerned with being generalists rather than specialists. They 
live in a democratic society. They need to know how to respect others and be respected by 
others, and they need to be open-minded and have a global perspective in the current value-
diversified society. This level of education should provide all young adolescents with life-like 
situations for practical learning. As Vars (1991) described, a My mtegrative core curriculum 
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is an unstructured curriculum in which teachers and students together develop units of study 
that are appropriate and meaningfiii for the students' level of maturity. In other words, an 
integrative curriculum should be an open system allowing students and teachers to create 
transformative meaning in the context. 
Curriculum integration in family and consumer sciences (FCS) 
A review of curriculum integration in FCS is presented this section. Three types of 
integration that are described are the integration of basic skills and FCS, basic disciplines and 
FCS, and subject matter area within FCS. 
Integration of basic skills and FCS Basic skills have been incorporated into FCS 
curriculum since the 1980s. Basic skills were defined as including not only the three R's but 
also English, mathematics, science, social studies, and computer science (NdiUer, 1989). 
Although the definitions of FCS and of basic skills may differ, this model of curriculum 
integration typically is focused on equipping students with academic achievement, 
employability, and/or citizenship. Selected programs conducted in the integration of basic 
skills and FCS are presented in Table 2.2. 
The program developed by Crabtree and Maltby (1982) is a tool for helping home 
economics teachers integrate basic skills into selected aspects of the consumer and 
homemaking program. Another program developed by the Georgia State Departmait of 
Education (1985) provides home economics teachers assistance in recognizing which learning 
activities reinforce basic concepts and skills in each of the basic areas related to home 
economics. Levine's (1986) teaching guide, Science and math activities and resources for 
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Table 2.2. Integration of basic skills and family and consumer sciences 
Reseaicher/year Title of the program Basic skills FCS 
Crabtree& 
Maltl^ , 1982 
Georgia State 
Department of 
Educaticm, 198S 
Levine, 1986 
Northern Illinois 
University, 1987 
Smith & 
Hausafiis, 1987 
Smith & 
Haimfiis, 1988 
HaU& Williams, 
1989 
Home economics 
cmiiculum ccmq)eten(^  
based modules in reading, 
writing, and mathematics 
inFl(»ida 
The combined curriculum 
guide for consumer and 
honemaking education 
with objectives for 
reading writing, 
mathematics, and science 
Science and math 
activities and resources 
for teaching home 
economics 
Home economics; 
Educaticm for technology 
employment 
Science/home economics 
partnership: food 
additives for appeal 
Science/home economics 
partnership: The 
chemistry of household 
cleaning. 
Teaching mathematics 
throi^  home economics. 
reading, 
writing, and 
mathematics 
reading, 
writing, 
mathematics, and 
science 
mathematics, and 
science 
the use of computers 
and i^ t^ ram-related 
software 
science, 
technology, and 
society 
chemistiy 
mathematics 
child development, 
femilyUving, 
textiles and clothing, 
foods and nutrition, 
housing and home fomishing, 
&mily economics 
femily livit^ /parenthood education, 
child development, 
foods and nutrition, 
clothing and textiles, 
housing/furnishings management, 
personal finance/consumer education 
child development, 
family life, 
clothing and textiles, 
foods and nutrition, 
consumer education, and 
housing and home fiimishings 
diets, microwave oven, planning 
nutritious meals, the food processor, 
cooking and baking, child care, fashion 
careers, clothing construction, and 
career development 
food additives for appeal 
household cleaning 
consumer education/ resource 
management, 
human development, and 
nutrition/foods. 
Moss, 1989 Teachii^  physical and life physical and life 
science in the context of sciences 
home ecCTomics 
housing/h<nne ftiniishings, 
human development, 
nutrition/foods, and 
textiles clothing 
Table 2.2. (Continued) 
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Researcher/year Title of the program Basic skills FCS 
VanBiun, 1989a Teaching social studies social studies consumer education/resource 
through home economics management. 
housing/home furnishings. 
human development. 
nutrition/foods, and 
textiles/clothing 
Van Bum, 1989b Documentation of c(ne EnglishAeading/ child development/caie and guidance, 
competencies and key language arts, clothing and textiles. 
skills in the Missouri mathematics. consumer education. 
home economics science, and &mily and individual health. 
cumculum social studies/civics &mily living and parenthood. 
foods and nutrition, and 
housing and home management 
Texas Tech Integration of mathematics, vocational home economics. 
Universily, 1991 mathematics, science. science, and employability 
and language arts language arts 
principles in the home 
economics curriculum 
teaching home economics (the SMART), was designed to aid home economics teachers in 
developing a greater understanding and use of mathematics and science principles in the home 
economics curriculum. 
A curriculum guide developed by Northern Illinois Umversity (1987) assists home 
economics teachers in integrating the use of computers and program-related software into 
existing programs. The guide provides fifty learning activities that can be used as an integral 
part of the instructional program. This provides an example of using computers and software 
as bridges to transmit knowledge of home economics and, thus, &cilitate students' learning in 
home economics education for technology employment. 
Smith and Hausafus developed two modules by integrating sciences/technology/ 
society and home economics to make science more meaningfiil. A ten lesson curriculum 
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module (1987) was designed by integrating the concepts and principles of science and 
technology, and food choices regarding food additives. In this module, students are 
encouraged to make carefiil and precise observation, analyze situations, test possible 
explanations, find and use pertinent information, recognize alternatives and their 
consequences, make individual choices based on information available. Another twelve lesson 
curriculum module (1988) was designed integrating concepts and principles of chemistry and 
household products regarding household cleaning. These two modules reinforce basic science 
concepts to stimulate on going mterest in science and to continue fostering the idea of the 
relevance of science to students' everyday lives. 
Williams (1988) examined the development of basic mathematics skills in home 
economics and pointed out that home economics provides an opportunity for making 
connections and showing interrelatedness to mathematics. Hall and Williams (1989) 
developed several examples of the applications of mathematics skills to situations &ced daily 
by people in an ever changmg world. The design was based on two assumptions. First, 
learning activities in home economics offers many opportunities for students to apply basic 
mathematics skills. Second, students may better understand the advantages to developing 
mathematics skills when they see the utility and application in everyday situations. Basic skills 
in mathematics such as addition, subtraction, multiplication, and division are reinforced in 
home economics instruction. 
Moss (1989) devised activities and experiences to apply physical and life science 
concepts and principles in the context of home economics. These activities and experiences 
include observing, organizing, making inferences, and drawing conclusions. 
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Van Bum (1989a) claimed that the methods to teach concepts and skills in social 
studies have been through application to personal and family living in home economics. This 
claim was based on the fact that skills such as ability to think critically, recognize the 
importance of values and belief, and make well-reasoned decisions after gaining and 
processing information are important to being a responsible family member and a responsible 
citizen. Van Bum (1989b) also developed a manual to provide ^fissouri consumer and 
homemaking education teachers with documentation of the core competencies and skills they 
teach. 
A resource book, Integration of Mathematics, Science, and Language Arts Principles 
in the Home Economics Curriculum, was developed at Texas Tech University (1991). It was 
designed to &cilitate the integration of essential academic principles and vocational content to 
equip students with skills essential for academic success and en^loyability. 
In this type of curriculum integration, curricula tend to be teacher-oriented and 
discipline-based, \^ch may or may not produce integration in the learners' mind, particulariy 
because this kind of curriculum places emphasis on improving academic achievement and 
increasing employability. Improving basic skills is the fundamental task, the process of this 
integration model focuses on diagnosis of students' basic skills levels, identification of basic 
skills requirements in content areas, and strengthening basic skills instmction (Miller, 1989). 
An empirical study of the integration of home economics with basic skills revealed the 
effectiveness with which learning of other subjects was facilitated (Ladewig, Robertson, 
Boschung, & Strickland, 1987). The study was conducted to determine if student knowledge 
of basic competencies in reading, language, and mathematics could be increased by the 
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systematic inclusion of competency activities in a secondary school home economics course. 
Students were exposed to a home economics coiirse integrated with basic competencies in 
reading, language, and mathematics. It is interesting to note that the experimental group of 
students who used microcomputers made significantly greater gains in knowledge of basic 
competencies than the control group of students enrolled in the same course wlio used 
traditional learning methods. 
Basic disciplines and FCS Several FCS programs are characterized by their 
integration with other disciplines. Selected programs employing this type of integration are 
shown in Table 2.3. Davis and others (1986) presented the results of a survey on selected 
issues of integration regarding teaching textile arts at secondary schools in England and 
Wales. Results indicated that teachers anticipated establishment of more effective linkages 
between textiles departments and art departments, in the hope of improving instruction and 
enhancing the position of textile arts in the secondary school curriculum. 
The major emphasis of the revised lawa developed energy activity sampler 6-12 
(IDEAS) developed by Iowa Department of Education (1987) is to integrate energy education 
and home economics with instructional processes and encouragement of the development of 
high level reasoning and thinking skills. It adopts a learning cycle strategy consisting of three 
phases: awareness, concept development, and concept application. Activities are structured 
to provide opportunities for exploring, hypothesizing, and decision-making by the students. 
An integration in concepts and knowledge in home economics regarding food and 
nutrition in developing countries proposed by Prehm (1991) is an example of integration 
25 
Table 2.3. Integration of basic disciplines and family and consumer sciences 
Researcheri^ ear Title of the program Basic discipUnes FCS 
Davis, Eynon, Textile and ait in the textile. textile arts 
Geen,& Hurst, secondaiy school art 
1986 curriculum: Some issues 
ofintegratirai 
Iowa Depaitment Iowa develc )^ed energy energy-related &mily and personal development, food. 
ofEducaticm, activity sampler 6-12 concerns, impacts. child development. 
1987 (IDEAS). choices, challenges, clothing and textiles, and 
and conservation housing and interior design 
Pi^ l991 Integration through agriculture. food and nutrition. 
greater collaboration; The food technology. food consumption. 
case of intematiraial food economics, populati(Hi management 
and nutrition political science. 
anthropology. 
sociology. 
education. 
communication, and 
health 
Texas Tech Integration of social anthropology. child development. 
University, 1992 studies principles in the civics. consumer economics. 
home economics economics. family health/fomily life, 
cumculum geography. food science and nutrition. 
history. housing. 
law. management. 
political science. managing woric and family. 
psychology, and textiles and apparel, and 
sociology the world of woric 
through collaboration with many disciplines. Based on Prehm's framework, four aspects of 
food are; food availability, food accessibility/distribution, food attitudes and behaviors, and 
food use. For instance, food availability is integrated with agriculture and food technology to 
increase food production and food fortification as well as to reduce food losses. Home 
economists are involved in relation to production, consumption, and managing population 
growth to food resources. This mtegration represents diverse perspectives on the nature of 
food and nutrition problems in developmg countries. It provides home economists with 
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opportunities to utilize macro level economic approaches for solving the problems of 
individuals and families rather than employ traditional micro level approaches. 
The final example of curriculum integration, developed by Texas Tech University 
(1992), is assisting home economics teachers incorporate fundamental principles fi-om social 
studies into their teaching. The piupose is to equip students with citizenship skills and skills 
for understanding the self in relation to others as well as one's own environment. This 
integration is based on the idea that the disciplines of FCS and social studies are closely 
interrelated and share many common bases. 
The four examples of integration described pre\dously coimect FCS and basic 
disciplines or related subject matters with basic concepts or principles in either side. The 
intent of these examples is to facilitate meaningflil learning of home economics and attain a 
higher level of integration encompassing both diversity and unity. The int^ation of social 
studies principles into home economics (Texas Tech University, 1992) seems to be in 
accordance with the nature of home economics, while IDEAS is a good example of 
integration of two subject areas to develop higher level reasoning and thinking skills. 
Integration within FCS Three examples of curriculum integration within FCS are 
presented in Table 2.4. The curriculum guide was developed by Gebo (1985) to prepare 
individuals to be homemakers and wage earners. At the junior high school level, the Teen 
living curriculum is designed to focus on adolescents as the contributing members in a home 
and family situation. At the senior high level, the Adult living curriculum is designed to 
prepare adolescents to assume leadership in home and family Ufe situations. For instance, the 
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outline for coordinating work life and family life includes interaction between family and 
work, effects of work on family, effects of family on work, and home and &niuly 
skills transferable to the workplace. This is a typical model integrating consumer and 
homemaking education and occupational home economics education. 
Kerica (1991) suggested that career and vocational educators must provide people with 
the attitudes and skills needed for successful integration of work and family life, which should 
be taught as a unit beginning in the middle school. The importance of work-&mily issues is 
recognized as topics in home economics that focus on the interrelationship of the two spheres. 
Many &mily-work curricula emphasize &cilitating communication, creativity, critical thinkings 
decision-making, problem-solving, conflict resolution, goal-setting, and negotiation. 
Table 2.4. Integration within family and consumer sciences 
Researcher/year Title of the program FCS 
Gebo, 1985 Idaho teen living for the junior 
high, adult living for the 
senior high, vocational home 
economics cuiriculum guide 
coordinate work life and &mily Ufe in; 
nurturing human development, 
economics and managing resources, 
feeding and nourishing than &mily, 
meeting personal and family textiles needs, 
creating a living environment 
Kerka, 1991 Balancing work and family 
life 
interdependence of individual, &mily, and career systems; 
developmental stages of the individual, &mily, and career, 
values, realistic expectations, and piioriti^ ; 
career and life-style choices; coping with multiple roles; 
sex roles and stereotypes; parenthood/&mily life education; 
child care and elder care options; 
managing time, money, stress, and change; 
using resources and developing support systems; 
dual career and single parent/displaced homemaker issues; 
cultural differences in &mily-work attitudes 
Schneider, 1990 Incorporating family studies 
into junior/senior high school 
home economics cuiriculum 
using a system approach 
link &mily studies to the teaching of: 
foods, clothing, and shelter 
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Schneider (1990) noted that incorporating family studies into junior/senior high school 
home economics curriculum was based on the growfng concern about family and family 
issues. Family studies are now a required component in the junior/senior high school 
curriculum across Canada. Traditionally, Canadian home economics courses have tended to 
emphasize the areas of food and nutrition, clothing, and shelter. The intent of Schneider's 
curriculum is to enhance and expand a new model of thinking. The family systems framework 
is proposed to o£fer a basic model for considering linkages between &milies and 
environments. Making such connections will help integrate the teaching of food, clothing, and 
shelter with teaching of &mily functioning and with the larger world scene as well. For 
example, teaching food and nutrition from a family perspective can extend this teaching by 
showing how food preparation and consimiption depend on family fimctioning and are 
inseparably linked to the external physical and sociocultural environments. Because family 
concerns are the major purpose of home economics, connecting family concerns with all areas 
of home economics should be a critical point in home economics curriculum development. 
Each previously described example of integration within FCS represents a different 
facet and a different concern of FCS. The first example attempted to combine consumer and 
homemaking education with occupational home economics education. The second attempted 
to interrelate work and family life. The last example intended to construct a more 
comprehensive and effective form of home economics. Fundamentally, this type of integration 
is considered to formulate a holistic construct in FCS. 
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Curriculum Development in Family and Consumer Sciences 
One must understand the nature of FCS and the related approaches to curriculum 
development when developing a FCS curriculum. The nature of FCS, modes of rationality in 
FCS curriculum, integration approaches in FCS, and the conceptualization of literature are 
summarized in this section. 
The nature of FCS 
Home economics is defined, on the one hand, as a comprehensive discipline or an 
interdisciplinary field and, on the other hand, as a practical field of endeavor. Since the first 
Lake Placid Conference was held in 1899, home economics continually has embraced its 
concern for the natural and physical environment as well as the social, political, and cultural 
environment where the family and its members are situated. Based on a definitive statement 
of the nature of the field, adopted after the fourth Lake Placid Conference (1902), home 
economics has been identified as a comprehensive discipline that results fi-om integrating the 
contributions of the relevant sciences, art, and philosophy into one fimctional whole for 
service to &milies: 
Home economics in its most comprehensive sense is the study of the laws, 
conditions, principles, and ideals which are concerned on the one hand with 
man's immediate phy^cal environment and on the other hand with his nature as 
a social being, and is the study specially of the relation between these two 
factors . . . It is a philosophical subject. . . something to connect and bind 
together into a consistent whole the pieces of knowledge at present unrelated. 
(p. 70) 
The primary social responsibility of home economics is the family and its improvement. 
The purpose is achieved through the use and integration of principles drawn fi'om basic fields. 
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Henderson (1955) used a diagram (Figure 2.1) to demonstrate the essential broad and 
integrating characteristics of home economics. Home economics integrates the contributions 
from all the sciences, art, and philosophy to serve home and family life. For instance, 
chemistry is related to physics and bacteriology overiapping each other and isolated from 
economics but these fields do not need to be concerned with the palatability of food, the food 
preference of the &raily, the impacts on the health of the family, and energy consumption to 
prepare food for the family. Home economics overlaps all the areas but the scope and 
purpose of each corresponding area of learning is unique in its effort at the points of overlap. 
Thus, home economics becomes an integrative field, centering on the integration of 
knowledge and modes of reasoning from various disciplines to concern for the &mily. 
BioI< 
Home 
Economics 
in service to 
homeaod 
&mitylife 
Psycnology 
Socioli 
Philoso] 
iPoM 
EconomK 
Figure 2.1. Henderson's diagram of home economics (1955) 
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Home economics as a practical field of endeavor is a vision proposed by Brown (1980, 
1993). The main idea of a practical field comes fi^om the Greek praxis, which involves 
interaction within a living human community. Praxis aims at searching for the answers to 
political-moral questions through public discourse. Praxis assumes a process of meaning-
making, but it is recognized that meaning is socially constructed (Grundy, 1987). Integrating 
the oikos, or the private domain, and the polis, or the public domain, can take place through 
praxis. Badir (1991), Thompson (1988), and Vaines (1990) were influenced by Brown and 
supported this vision. For mstance, Thompson (1988) proposed two domains of human 
action. One is the domain of human necessity which is primal, personal, private, and invisible. 
It is the domain of everyday life that is concerned with the needs for care and connection. The 
other is the domain of public and visible action, which is secondary to survival and centers on 
the control of people and resources. 
Traditionally, providing for the feeding, clothing, sheltering, nurturing, and care of 
family members can be accompUshed only through interaction withm the household or within 
a small group of &mily and kin. The household, which is the Greek oikos, was established to 
meet the essential needs of everyday life. As societies became more dependent on their use of 
technology, these tasks became less a part of the effort of a household or small community 
and more a part of the social organization that formalized food production, clothing 
production, shelter, education, and care-giving. The fiinction of the oilms gradually was 
transformed into the business of the polis. Meanwhile, family members have moved out into 
the larger society, or the polis, where they earn money for purchasing what the social 
organization produces, so as demands of daily life. The family and household become a small 
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environment within the larger environment interacting daily with the larger society. 
Badir (1991) depicted the ecocentric perspective of home economics, which views the 
&mily and household as a small environment living interdependently among several larger 
environments and interacting with them on a daily basis in order to acquire the necessities that 
inevitably determine the quality of life. Figure 2.2 shows the larger environment mcluding 
social, political, technical, and biological milieu that encompass all the family or household. 
The economy, with its two aspects of production and consumption, provides for and sustains 
the needs of people. The basic values of a particular society or culture filter the needs of 
individuals and families to determine whether these needs will be met in the larger context. 
In the central core, the l&mily provides an intimate social environment with regard to care, 
concern, and commitment for its individual members. This conceptual fi-amewoilc reminds 
home economics professionals to pay attention to values as the filter between the family and 
the larger environment. The value system involves the undeilying assumptions which guide 
thought and action as well as define what is true, what is real, and what is good. 
INDIVIDUAL 
FAMILY 
VALUES 
ECONOMY 
ENVIRONMENT 
Figure 2.2. Badir's ecocentric perspective of home economics 
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Modes of rationality in FCS curriculum 
Three basic cognitive rationalities are technical or instrumental, interpretive or 
practical, and emancipative or critical rationality as identified by Habermas (1972). The 
technical rationality is governed by technical rules ba^ on empirical-analytic knowledge and 
fundamentally grounded in the need to survive by controUmg the environment. The 
interpretive rationality is geared toward mutual understanding of the meaning in the situation 
via interaction in order to take right action. The question motivated by an interpretive 
rationality is "What should I do?" B^nowledge in relation to understanding is to be judged 
concerning how to act rationally and morally through intersubjective interpretation based on 
the historical-hermeneutic sciences (Grundy, 1987). The emancipative rationality is aimed at 
enlightening and freeing individuals fi'om inner compulsion and unnecessary social control 
(Hultgren & Wilkosz, 1986). Brown (1980) emphasized that the purpose of emancipative 
rationality is acquiring mature autonomy and a £*66 and responsible existence by escaping 
fi'om domination by knowledge, habits, and fixed beliefs, or by identification with the beliefs 
and norms of others. 
As FCS is an interdisciplinary and practical field of endeavor, it is necessary to 
integrate one or more modes of rationality to solve problems that the family and its mdividuals 
encounter. Although Brown stressed hermeneutic and interpretive inquiry, the following 
quotation illustrates Brown's position (1980) on the necessity of integrating different modes of 
inquiry in home economics; 
To engage m producing new pieces of knowledge, it is necessary to master one 
or more modes of inquiry.... The mode of inquiry in the analytic-empirical 
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sciences has a less useful role in our profession than the hermeneutic and 
interpretive sciences. The latter would contribute to our understanding of 
people and to our recognizing and dealing with difficulties in communicative 
action in the family and in education, (pp. 120-121) 
Hermeneutics, the study of interpretation or communication, originated with the Greek 
god Hermes who was in charge of both delivering messages fi'om the gods to humans and 
translating these messages into a form human intelligence could understand. This issue of 
interpretation became a theory or set of rules for interpretation (Doll, 1993). Thompson 
(1988) postulated that oikos is the Hestian domain while the polis is the Hermean domain. 
Hestia, after the hearth, was the goddess of the hearth and of the home. Fire which 
represented security and safety, has symbolized the flow of energy from the physical to the 
human worid. The room with a fireplace is a location for family connection and 
communication. In contrast, Hermes was the god of communication and the protector of 
bridges. The polis was under the control of Hermes. Both Thompson (1988) and Brown 
(1993) contended home economics as a discipline of daily lives that should examine the 
knowledge essential for both the private and the public domains. This vision includes a 
suggestion to integrate technical rationality and interpretive rationality into home economics. 
It is necessaiy to integrate technical and practical rationalities to attain the purposes of 
home economics education at the junior high school level in Taiwan. The first purpose is to 
prepare students for family life and sound citizenship in the contemporary age. This purpose 
indicates that the students interact with &mily members and the larger society. The second 
purpose is to enrich the basic knowledge and competencies of students for daily living. Due 
to their continual interaction with their environment—&mily and society, the students need to 
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gain knowledge and develop competencies based on the empirical-analytic-technical and 
hermeneutic-historic-practical sciences. The third purpose is to enlighten students' interests 
and ideals for the enhancement of their lives. This third purpose involves value judgment 
regarding what is true, what is real, and what is good. Thus, int^ating technical and 
interpretive rationalities is necessary. Furthermore, emancipative rationality may be used 
whenever the situation is needed. 
Integration approaches in FCS 
Integrating technical and interpretive rationalities into FCS implies that involving 
knowledge in empirical-analytic and historical-hermeneutic sciences is important. However, 
the means for providing a learning environment to facilitate this kind of integration will be of 
concern to teachers and educators. Recentiy psychologists have become increasingly 
interested in the impact of the social context on individual's cognitive development, influenced 
by the work of Piaget and Vygotsky (Bruner & Borostein, 1989; Rogoff, 1990; Tudge & 
Rogof^ 1989; Wozniak & Fisher, 1993). The meaning of cognition recentiy has been 
transformed as problem solving which involves using technologies/cognitive process and 
interpersonal/practical action to reach goals (Rogofi^ 1990). The cognitive system is a device 
for the generation of meaning (Wozniak, 1993). The purpose of cognition is not only to 
produce thoughts but also to guide intelligent interpersonal and practical action. This 
highlights practical action to integrate literature and concepts related to FCS to enhance 
learning and teaching. 
The main assertions m cognitive psychology focus on: (a) human action and thought 
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which are built on social co-construction through joint activity, intersubjectivity, and 
acculturation; and (b) cognitive development which is a sociocultuial process involving 
development of skill with cultural tools through participation and communication with peers 
or more skilled partners. Assertion (a) indicates that interaction is a facilitator to human 
development. If a learning activity can offer learners with multiple and diverse opportunities 
to interact with thdr natural and sociocultural en\vonments, the activity will j&cilitate the 
learners' development. Assertion (b) refers to cognitive development as a sociocultural 
process mediated by sociocultural tools or products with peers or more mature people. 
Cultural products such as language, a narrative, or even literature can be effective mediators 
to enhance human development. In other words, interaction mediated by literature can be 
used to enhance human development. 
According to Bruner (1992), it was perhaps a decade ago that psychologists became 
sensitive to the possibility of narrative as a form not only of representing but also of 
constituting reality in the act of knowing human sciences (p. 233). Schubert (1986) noted that 
literature can be steeped in the implementation of practical curriculum inquiry, because 
literature can be used to provide people insight into human nature and motivate students in 
dialogue that helps them embark on a lifelong adventure in learning. Further, literature can 
embrace great works of fiction and artistic creations; philosophical, psychological, and social 
theory; and the results of research in the natural, social, and behavioral sciences. These 
viewpoints provide a significant rationale for considering using literature to integrate theories 
of analytic-empirical sciences and hermeneutic-interpretive sciences in FCS. 
The critical point in teaching FCS via literature also can be based on the close 
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relationship of the two areas in content and purpose. To highlight this viewpoint, Aldridge 
(1989) analyzed the relationships among literature, anthropology, philosophy, and history to 
provide us with an integrative perspective. Aldridge depicted anthropology as a stu dy of how 
people live; philosophy as a study of how people think; history as a study of what people have 
done; and literature as a written record combining all the preceding topics and utilizing 
imagined as well as real characters and situations. Based on the previous review of the nature 
of FCS, the field can be defined as a study of how people live well. To learn how people live 
well, it is necessary to know how people live, what people have done, and how people think. 
From this perspective, literature is a significant source of integration with FCS. Based on the 
preceding description, the integration of a concept-based approach and literature in teaching 
home economics can be used to dacilitate indiciduals and family members interact rationally 
and morally with the larger environment. 
The conceptualization of concept 
Concepts, the fundamental agents of thought for human beings fi'om early childhood 
through adulthood, are a set of mental constructs used to represent a group of things, objects, 
processes, phenomena, or experiences. Concepts tend to be more abstract and internal 
(Harter & Gehrke, 1989). Each individual obtains concepts according to his/her unique 
characteristics such as age, a priori experience, memory, cognitive style, language maturity, 
and ability to transfer. The reciprocal relationships between concepts and generalizations 
make them inseparable. A generalization expresses an underlying truth, has an element of 
universality, and usually indicates relationships (American Home Economics Association, 
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1967). A generalization also can be defined as an act or process of conceptualization that 
identifies not only similarities but also relationships (Woodruff 1961). Conc^tualization is a 
way of forming a concept or an idea. Therefore, a concept can be defined as a generalization 
which is used to represent a class or group of things (Amone, 1971). 
Brown (1993) distinguished concept, concept formation, and concept clarification.. 
Concepts are identified as subjectively formed through the individual's thought process and 
used by the person to interpret the situation in which he or she finds himselfilierself Concept 
formation is a process of learning, organizing, and refining. Concepts are learned through a 
process of active sorting, comparing, analyzing, reconstructing, and evaluating both present 
sensations and memories. Concepts are organized into new patterns or sets of abstractions as 
the individuals improve their personal constructs. The historical-social conditions in which 
people live affect the meaning of language terms and the conditions of communication. 
People may distort or misunderstand a concept. However, the concept can be clarified or 
enhanced when people interact with others in oral discussion or in reading an analysis of a 
concept done by one or more other people. 
Using the concept-based approach to integrate empirical-analytic-technical and 
historic-hermeneutic-interpretive rationalities is based on three considerations. The three 
considerations help in developing a curricular conceptual firework are described below. 
First, concepts have several distinctive fimctions (Klausmeier et al., 1974; Smith & 
Morgan, 1986). The fimctions of concepts vary in usability, which indicate some can be 
employed more than others in: (a) understanding and reducing the complexity of the 
environment; (b) forming principles or generali2dng to new instances and discriminating 
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noninstances of the concept; (c) facilitating learning other concepts in a taxonomy as 
supraordinate, coordinate, or subordinate; (d) recognizing cause and effect, correlation, 
probability, and axiomatic relationships among concepts; (e) allowing inferences; and (f) 
facilitating problem-solving, such as when people use concepts to deal with the myriad 
problems in situations ranging from daily work to scientific research. 
Second, curriculum can be recognized as important because abundant concepts are 
included that ^cilitate concept formation. According to Bruner (1977), the more basic the 
idea, the greater will be its breadth of applicability to new situations. Thus, school curricula 
and methods of instruction should incorporate the teaching of essential ideas in whatever 
subject is being taught. 
Third, basic concept can be used as an integrating thread when it is spread widely 
over each content area. For example, the concept of management can be an integrating thread 
as the learner experiences various aspects of management (e.g., money management, time 
management, energy management, and institutional management). Therefore, concepts can be 
used to integrate thread (Smith and Morgan, 1986). 
The conceptualization of literature 
Literature is derived from the Latin word litera, which refers to the alphabet. 
Although the derivation of the word literature implies writing, there is much oral literature 
such as myths, legends, and folktales which are the origin of literature. Traditionally literature 
was defined as including only the great works of fiction, especially writings having excellent 
form or expressing ideas considered permanent or universal. Smith (1991) asserted that the 
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term literature as used by many literacy educators has now been expanded to include almost 
any reading matter, including magazine and newspaper articles; its meaning is no longer 
restricted to fiction and poetry of high quality. This broader view of literature enables 
teachers to think expansively about using a variety of written materials across the curriculum. 
Literature generally is defined as an art mediated by language and letters to express 
human aq)erience (Barone et al., 1995; Rosenblatt, 1991; Vacca & Vacca, 1993). "Because 
the subject of literature is life itself, its content is often transdisciplinary" (Barone et al., 1995, 
p. 30). It reflects human experience in the scientific or informational responses (Doiron, 
1994; Schubert, 1986; Smith, 1991; Wiseman, 1992), the emotional or aesthetic response 
(Aldridge, 1989; Lazar, 1993; Vacca & Vacca, 1993), the imaginative shaping of life with 
feelings, thoughts, and msights (Routman, 1988; Vacca & Vacca, 1993), a vision of 
possibilities and of the truly human and humane society (Aldridge, 1989; Sloan, 1991), and the 
ideal of human virtues such as self-reliance, independence, industry, tolerance, and respect for 
time, geographical, and socio-cultural backgrounds (Sloan, 1991). It presents human 
character and behaviors through the subjective and intersubjective viewpoints of others. 
The fimctions of literature in education can be summarized as follow; 
1. Literature can broaden one's viewpoint of the environment. It is a natural vehicle for 
exposing learners to a risk-fi-ee environment where th^ can meet challenges and work 
through some of the problems they may or may not encounter in their real lives 
(Coonrod, Rusher, & NCUer, 1991; Manna & Symons, 1990). It suggests alternative 
ways of viewing the world (Chatton, 1989). 
2. Literature can provide vicarious experience to facilitate readers' understanding of 
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themselves and others. It can help readers acquire a feeling for a way of life in another 
time, place or for the mood of a time or event, and develop empathy vicariously with 
other cultures. It also can suggest real-life uses and abuses of scientific knowledge 
and can draw readers into the drama of scientific exploration, fiustration, and 
discovery (Manna & Symons, 1990; Spiegel, 1987). 
3. Literature can facilitate transforming concepts. It can flesh out cognitive networks of 
information d>out particular topics, add depth and meaning to concepts, and stimulate 
transfer, generalization, and application of concepts (Spiegel, 1987). 
4. Literature provides opportunities for promoting higher level thinking (Fuhler, 1992), 
raising questions, fostering thinking, and reasoning skills (Chatton, 1989). 
5. Literature provides for entertainment or information (Doiron, 1994; Felsenthal, 1978; 
Fuhler, 1992; Vacca & Vacca, 1993). It can be a rich source of diverse information or 
aesthetic appreciation. 
Scope and types of literature Works of literature include fiction and nonfiction, as 
well as other media that are alternative forms of literature such as a movie, a drama, or a play 
to entertain people. This broad view of literature is being accepted by educators and scholars 
(Aldridge, 1989; Klemer & Smith, 1975; Routman, 1988; Schubert, 1986; Smith, 1991; 
Wiseman, 1992). Most fiction contains three elements: character, action or plot, and setting. 
The character indicates who the story is about, the action or plot indicates what happens, and 
the setting indicates where and when it happens (Felsenthal, 1978). 
Nonfiction contains elements of fiction and provides for entertainment or information 
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(Doiron, 1994; Felsenthal, 1978; Fuhler, 1992; Vacca& Vacca, 1993). Nonfiction presents 
information in an interesting format with tables, charts, graphs, and indexes to support the 
depiction of information (Doiron, 1994). Good nonfiction deals with complex relationships 
between or among &cts and tests original ideas against new ones in a subject with clarity, 
authority, and a vivid writing style that challenges and attracts the reader (Doiron, 1994). The 
two main types of nonfiction are exposition and argument (Felsenthal, 1978). Expository 
works try to explain something to the reader or help the reader understand a subject or an 
idea. Works of argument try to persuade the reader or make the reader do or bdieve 
something. Nonfiction includes most of the reading matter presented in magazines, 
newspapers, or periodicals, such as news articles, advertisements, journalistic as well as trade 
books such as concept books, picture books, photographic essays, identification books, and 
life cycle books O^seman, 1992). 
Integration of fiction and nonfiction The integration of fiction and nonfiction 
throughout the curriculum is justified on four bases. First, it is difBcult to clearly distinguish 
fiction fi'om nonfiction. Many facts are imbedded in fiction and vice versa, and metaphors and 
analogies often are used to explain phenomena in nonfiction (Doiron, 1994). Rosenblatt 
(1991) asserted that one cannot identify a piece of literature as either literary or informational, 
because aesthetics is not an inherent attribute of the text (1993). For instance,"... a weather 
report can be read as a poem" (Rosenblatt, 1993, p. 382). Second, literature has been used 
not only in reading classes but also in classrooms for many other content areas. The idea of 
reading to learn and learning to read has been replaced by reading for pleasure and 
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information (Smith, 1991). Further, students need to read to obtain information and to create 
expository projects or reports. Literature is transdisciplinary, and it can therefore inspire 
inquiry within and across disciplines (Barone et al., 1995). Third, people need more than one 
source of information in the informationai epoch. Multiple and diverse points of view are 
important to satisfy the diverse needs of students from various backgrounds. Finally, more 
than half of published matter is related to providing informational books and magazines; 
therefore, many educators are becoming aware that literature is no longer restricted to fiction 
(Smith, 1991). 
A balance of fiction and nonfiction is important with regard to using literature in 
teaching FCS. FCS is an interdisciplinary field that involves most of the patterned activities 
within the daily lives of human society. For instance, it embraces making decisions, 
controlling behaviors, educating, distributing and exchanging wealth, maintaining 
membership/ownership, maintaining the self^ socializing, woridng, communicating, expressing 
aesthetics, benefiting social services, moving, celebrating special days, and engaging in 
worship (Brandy, 1989). Both fiction and nonfiction are usefiil in dealing with these activities. 
Schubert (1986) pointed out that problems such as death, love, poverty, power, suffering, and 
alienation as weU as positive virtues such as beauty, truth, goodness, wisdom, equality, justice, 
and happiness are dealt with in classical literature or fiction. However, many basic concepts in 
home economics are built upon both scientific knowledge and hermeneutic interpretation. 
Nonfiction is inevitably adopted in teaching home economics. To some extent, it might be 
appropriate to adopt Rosenblatt's (1991) predominant stance in viewing the literature. 
Rosenblatt believed that: 
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" . . .  t h e r e  a r e  t w o  w a y s  o f  l o o k i n g  a t  t h e  w o r l d .  O n e  m a y  e x p e r i e n c e  i t ,  f e e l  i t ,  s e n s e  
it, hear it, and have emotions about it in all its immediacy; or one may abstract 
generalizations, analyze, manipulate, and theorize about it. These are not 
contradictory activities. It is a continuous transactional process." (p. 445). 
The different purposes lead to different modes of reading and make different 
meanings. Rosenblatt asserted that a woric of literature does not have the inherent attribute of 
being either fiction or nonfiction. Therefore, the attributes of a work of literature are 
dependent on the readers' stance in viewing the literature but not the inherent attributes of 
being fiction or nonfiction. Integration fiction and nonfiction takes place within the readers' 
stance of reading. 
Using Literature in Teaching Family and Consumer Sciences 
Most curriculum designs related to use of literature in an integrative curriculum are 
similar in the process of development, but differ in purposes, learners, subject matter, teaching 
strategies, and evaluation. According to Smith and Johnson (1993), the steps in the process 
of curriculum development using literature across the curriculum are to: define the purpose of 
instruction; identify thematic focus; select the literature or narrative text; develop learning 
activities and experiences; establish evaluation criteria; and identify resources available. This 
review foUows the process of curriculum development to present the major points to be taken 
into consideration in the development of a curriculum. 
The purposes of using literature across curriculum 
The purposes of using literature across curriculum vary according to content areas and 
the context of the program to be implemented. Generally, five piuposes have been focused. 
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The two main focuses are to educate and to entertain (Vacca & Vacca, 1993). Educating for 
building language capabilities and developing literature appreciation are of primary importance 
to educators, because literature itself is an expression through language arts. What teachers 
take for granted most is promoting learning of the content area they teach. In the case of 
literature deeply rooted in sociocultural context, increasing cultural understanding might be 
highlighted. Facilitating learners' development is the primary purpose in education. 
Therefore, five purposes of using literature in teaching will be identified. 
Building learners' language capabilities One of the primary purposes of literature 
is to promote language development (Kulieseid & Strickland, 1989; Lazar, 1993; Lee & 
Wiseman, 1991; Routman, 1988). Literature is a motivator that encourages language 
acquisition and expands language awareness (Lazar, 1993). Literature provides mteresting 
material for developing language arts (Lee & \^seman, 1991; Routman, 1988). Language 
arts emphasize reading, writing, listening, and speaking. Literary works are spontaneous 
models of writing (Routman, 1988) and literary discussion provides students with 
opportunities to recognize, analyze, interpret, and evaluate literary works (Kulieseid & 
Strickland, 1989). Listening comprehension and articulate speaking are enhanced with 
practice and guidance by usmg literature in content area teaching (Sloan, 1991). 
Promoting content area learning Educators in a content area are primarily 
concerned with teaching that area. Kulieseid and Strickland (1989) and Wiseman (1992) 
asserted that literature can provide exposure and absorption to the content. For example, 
literature can help to personalize health-related issues because literature teaches that actions 
46 
have consequences (Manna & Symons, 1990). Knowledge alone does not result in a change 
in behavior, knowledge must be personalized. 
Spiegel (1987) portrayed the connections between literature and scientific knowledge, 
which confirm the contribution of literature to teaching content areas. In science, literature 
can suggest real-life uses and abuses of scientific knowledge and can draw readers into the 
drama of scientific exploration, fiustration, and discovery. Literature also provides examples 
to broaden concepts through scientific instances that flush out cognitive networics of 
information about particular topics. 
Finally, Spiegel (1987) concluded that literature adds depth and meaning to concepts, 
provides multiple examples for critical interpretation and a change of pace, and stimulates 
transfer, generalization, and application of concepts as well as imagination and creativity. 
Used skillfiilly, literature can make the curriculum more palatable, comprehensible, and 
memorable (Brozo & Tomlinson, 1986). 
Increasing cultural understanding Literature can enable readers to acquire a 
feeling for and experience vicariously a way of life in another time or place as well as the 
opportunity to empathize with other cultures because the roots of literature are found in myth 
and ritual (Lazar, 1993; Lee & Wiseman, 1991; Spiegel, 1987). Literature presents human 
characters and activities through the subjective perspective of other people so that readers 
gain insight into themselves and others (Kulleseid & Strickland, 1989). Myths, legends, and 
folktales reflect ideals of self-reliance, independence, industry, tolerance, and respect for time, 
geographical, and socio-cultural backgrounds (Sloan, 1991). These contents related to home 
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economics also are presented in many kinds of literature. For example, the value of food in 
various cultures, the cultural roots of food customs, and attitudes toward food and eating that 
often appear in literarty works (Manna & Symons, 1990). In general, a residue of cultural 
activity exists in literature. Multicultural literature becomes usefiil and important to enhance 
learners' self-concepts and help diverse learners gain a sense of the world (Yokota, 1994). 
Facilitating learners* devdopment Use of literature enables teachers to 
concentrate on the development of individuals rather than the development of skills (Routman, 
1988; Sheppard, 1990). Literature can promote emotional development, enhance interpretive 
abilities, and educate the whole person (Lazar, 1993). The discussion of characters in novels 
can help adolescents better understand their development and feelings (Lee & Wiseman, 
1991). Cooperation and interaction in discussion also will help improve their interpersonal 
skills (Baloche & Piatt, 1993). Literature is a continuous journal of people's search for a truly 
human identity, developing moral values and positive self-concepts (Sloan, 1991). 
Literature can be used to foster thinking. Naftel and Elias (1995) suggested building 
problem solving and decision skills through literature analysis. Coonrod, Rusher, and Miller 
(1991) used literature to foster five thinking skills: qualification, classification, relationships, 
cause and effect, and evaluation. 
Literature itself is bom of imagination, has the capacity to develop one's imaginative 
perspective on reality, and allows for a creative response to itself (Fox & Sauer, 1988; Sloan, 
1991). Routman (1988) emphasized that literature is the best expression of the human 
imagination, and the most usefiil means by which people come to grip with their ideas about 
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themselves and who they are. It is through imagination that people participate in every aspect 
of their daily lives such as in conversation, relating to others with sympathy and consideration, 
making choices and decisions, analyzing news reports and the speeches of politicians, and 
evahiating advertisements and entertainment. 
Developing literature appreciation Appreciation is the personal total reaction of 
the beholder to the work of art. Huus (1962) asserted that the purpose of teaching literature 
is to help students develop successively higher levels of appreciation and taste in the selection 
of their reading material. It iacludes both acceptance and rejection. Literature makes reading 
fiin (Routman, 1988), and it has proved to be an excellent vehicle for developing, enhandng^ 
and enriching active and skilled lifelong reading habits (Kulleseid & Strickland, 1989; 
Routman, 1988). Literature exposes students to a variety of story structures, themes, and 
authors' styles. It provides students with opportunities to learn the literary quality of good 
books (Lee & V^seman, 1991; Routman, 1988). Literature allows meaning to dominate or to 
capture the reader's interest (Kulleseid & Strickland, 1989; Routman, 1988). Another way to 
develop appreciation of literature could be through criticism. According to Sloan (1991), 
criticism is the focus of what is taught and what is learned when literature is studied. 
However, Bosma (1992) argued that literature is used to develop discerning readers, not 
literary critics. 
Thematic focus 
Identifying the thematic focus is one of the most important tasks in developing an 
integrative curriculum through literature (Beane, 1990; Goldenberg, 1993; Lapp & Flood, 
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1993; Lipson, Valencia, W^son, & Peters, 1993; Smith & Johnson, 1993). Themes are broad 
ideas that integrate concepts from different areas. Themes can be concepts, issues, problems, 
or events (Cook & Martinello, 1994); for instance, family, values, consumption, parenting, 
diet, and housing are major themes related to home economics. Themes could be developed 
based on topics, students' common interests, relevant literature, textbook topics, teachers' 
interests or expertise (Cook & Martinello, 1994). 
A good thematic approach must be coherent, make genuine connections through 
thoughtful responses to literature, provide depth and breadth in learning, develop positive 
attitudes, provide for effective use (Lipson et al., 1993), relate to students' genuine interests, 
and lead to students' inquiry (Beane, 1990; Cook & Martinello, 1994). The theme provides a 
focus for teachers to make dedsions about what needs to be learned, and what should be 
taught (Lipson et al., 1993). 
Literature selection 
Literature selection is a critical procedure when teaching literature across content 
areas. It is necessary to avoid frustrating students' reading and understanding while providing 
the information required for students to achieve content area learning (Harker, 1985). The 
considerations m literature selection include: literature-oriented concerns, content-
appropriateness, learner-appropriateness, and school/frunily environment. 
Literature-oriented concerns The appropriate selection of literature is important 
in order to address themes to be learned. Vacca and Vacca (1993) provided five criteria for 
selecting nonfiction, and these criteria also are ^propriate for fiction. The essential qualities 
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are; organization and scope, style, tone, and illustration. Concerning organization and scope, 
nonfiction material must be devoid of omniscience and stereotypes. Topics should focus not 
only on events but also on the nature of people. Style, imagery and figurative language, and 
comparisons are extremely useful; but monotonous, repetitious, and fi-agmented statements 
are to be avoided. The tone of nonfiction should be of wonder, not of mystery. It should be 
objective, have occasional humor, and be able to foster scientific attitudes of inquiry. Facts 
should not be separated fi'om opinions. Routman (1988) indicated that literature must be fun 
as wdll as challenging, subversive, refi'eshing, and comforting. Lee and >^seman (1991) 
suggested using av^ard winning or best-seller books. Illustrations must be historically and 
culturally accurate (Bosma, 1992). Diagrams and drawing must be clear. 
Literature must be readable by the proposed audience (De Fina, Anstendig, & De 
Lawter, 1991; Harker, 1985). Readability includes the following factors: size of print, amount 
and layout of print on a page, consistency of print throughout the book, page format, 
complexity and layout of sentences, use of punctuation, the degree to which illustrations aid 
the text, organization of the story, clarity and predictability of the text, amoimt of rhyme and 
repetition (Bosma, 1992; DeFina et al., 1991; Routman, 1991; Wiseman, 1992). 
Content-appropriateness Several guidelines exist for selecting material to meet 
subject matter requirements. Does the information given meet the objectives of the teaching 
(Bosma, 1992)? Were the materials written to communicate a feeling, an idea, information, or 
a story, or were they written to teach reading skills (Wseman, 1992)? How many the related 
concepts to be taught are found in the literature (Harker, 1985)? Do the materials fit with the 
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syllabus and with the lengthAmtensity of the course (Lazar, 1993)? How did specialists in the 
content area perceive the literature (Bosma, 1992)? According to Lee and Wiseman (1991), 
teachers should not be afi^d to use books with sensitive or "hot" topics within the content 
area because many strategies can help organize the reading and study of such literature. 
Learner-appropriateness The students' developmental levels, interests, 
motivations, and abilities are another consideration for determining which literature to include. 
The physical characteristics of the readers, such as gender (Smith, 1962), age (Huus, 1962), 
and health (Broening, 1962; Lazar, 1993) are of general concern. Psychological aspects such 
as intellectual maturity, aesthetic capacity, attitudes toward certain literature, goals or 
objectives of the reader (Huus, 1962), emotional understanding (Broening, 1962; Lazar, 
1993), tastes/ interests/hobbies (Huus, 1962; Lazar, 1993; Smith, 1962), linguistic proficiency, 
cultural background, and literary background (Lazar, 1993) are special concerns. A very 
important guideline is to provide students with opportunities to select some of the literature 
that they are to read (Wiseman, 1992). 
School/family environment The environment of the home, family, society, and the 
nation should be considered in selecting literature (Huus, 1962). Teachers must consider 
state and local curriculum requirements, literature available, funding, instructional goals, and 
personal preference (Wiseman, 1992). Teachers' attitudes, preference, fi-eedom in selectmg 
literature, and factors impacting their fi-eedom in selection could impact literature selection 
(Applebee, 1993). 
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Learning activities and experiences 
Using literature to teach home economics provides the teacher and students with 
opportunities to interact with literature as well as with each other. Human growth and 
development depend on human beings interacting with the physical, biological, interpersonal, 
and cultural resources in their environment (Bruner & Bomstein, 1989). Reading literature 
refers to the int^ction between readers and literature. Discussion or dialogue refers to the 
interaction between or among peers, teacher and students, parents and children, or adults and 
children. The following activities and experiences—concept-oriented reading instruction, the 
efferent and aesthetic reading approach, and the empathetic approach—can be used to 
integrate concept-based and literature-based approaches to teaching. 
Concept-oriented reading instruction Concept-Oriented Reading Instruction 
(CORI) was conducted to increase motivation for reading by involving students in real-world 
problems. The rationale for this emphasis is that motivation, cognition, and social interaction 
are equally important to reading development (Grant, Guthrie, Bennett, Rice, & McGough, 
1994). The CORl approach is used to help students leam concepts in science about earth and 
space, as well as strategies for reading and writing. According to Grant et al. (1994), four 
aspects of instruction are implemented in an overlapping sequence; 
Obsarve and personalize, by which students observe the real world and personalize 
their approach to learning by listing first what they know and then issues or ideas 
about which they want to leam more. 
Search and retrieve, by which students look for ideas and information by 
conducting further observations and reading a variety of texts over an extended period 
of time. 
Comprehend and integrate, by which students leam to find trade books, locate 
53 
relevant sections of books, and integrate segments of the text. They learn to combine 
observation and information from their science lab experiences with their knowledge 
from reading. Narratives, such as novels, folktale, and poems, also are included in 
reading instruction. 
Comtmnicate with others, by which individuals or groups of students synthesize what 
they learned about their topics by writing reports, (pp. 338-339) 
The CORI approach, especially in the later sequences, could be applied to teaching 
home economics. The students learn to combine their real world experiences with their 
reading, then synthesize the results from communicating with others. However, knowledge 
and experience in how to read and use literature for gaining both literary and informational 
insights would be imperative for home economics teachers. 
The efferent and aesthetic reading approach This approach assumes that reading 
is a reciprocal interplay between the reader and literature. There are two approaches to 
understanding literature: (a) making meaning by being logical, objective, and practical; and 
(b) making meaning by being intuitive, subjective, mediative, and even playfiil. The former, 
efrerent approach, is based on the reader's interest in abstracting generalizations and analyzing 
the literature for specific meanings with respect to a given purpose. The latter, aesthetic 
approach, is based on the reader's interest in enjoying the literature. The emphasis is on 
awareness of the emotional significance, and images evolved by the literature. 
Rosenblatt (1991) argued that instead of thinking of the text as either literary or 
informational-aesthetic or efferent—one should recognize that the aesthetic is not an inherent 
attribute of the literature. One can switch stances while reading. Furthermore, Rosenblatt 
emphasized that the cognitive, referential, factual, analytic, and/or the abstract are not entirely 
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distinct from the affective, emotive, and sensuous. They are not contradictory but on a 
continuum, and at any point on the continuum they are both cognitive and affective, publicly 
referential and privately associative, and contain abstract and concrete elements. One's 
current purpose and past experience, as well as the literature, are factors in the selection of 
stance (Rosenblatt, 1991, 1993). Using both approaches to literature in teaching home 
economics will be more ^propriate. For instance, both efferent and aesthetic reading are 
necessary for reading a narrative about a celebration in the &mily. 
The empathetic approach Tlie empathetic approach is used to deal with practical-
moral issues that are the focus of the interpretive model previously described. Vetlesen 
(1994) defined empathy as an other-regarding or other-oriented feeling that involves one 
subject's relationship to another. A person with empathy is able to develop an appreciation of 
how others experience thdr situations and leads one to reach out to the others. According to 
Vetlesen, "Empathy is a necessary prerequisite for the development of an awareness and 
understanding of the emotions and feelings of another person. Becoming aware of another 
person's emotional experience is not the same as sharing the other's feeling" (p. 204). 
The empathetic approach is a way to integrate reason and emotion to attain moral 
judgment and even moral performance. Vetlesen (1994) viewed moral performance as a 
sequence of three distinct levels; perception, judgment, and action. An individual with 
perception will be able to recognize and identify the object or phenomenon that is also the 
object of judgment. However, perception requires attentiveness which is made possible by 
receptivity. Moral perception rests on the faculty of empathy. In other words, empathy is a 
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precondition for moral perception. Based on Vetlesen's idea, flow of movement in moral life 
could emanate from a series of receptivity-attentiveness-empathy-perception-judgment-
actions. Morally desirable or even morally appropriate might not mean morally obligatory, 
while empathy could be a critical point. 
Accordktg to Klemer and Smith (1975), there are two types of empathy: emotional 
and cognitive. Emotional empathy takes place when the individual empathizes with others 
because they have had some of the same or similar experiences. Cognitive empathy is 
imderstanding-^thout involving care, concern, compassion, or condemnation-of the other's 
behavior based on knowledge of human behavior. The empathetic approach expects that the 
students will progress throughout the course toward better cognitive empathy. Although 
progress toward emotional empathy is not one of the goals of the empathetic approach, 
emotional empathy enhances cognitive empathy. 
With regard to teaching strategy, Klemer and Smith (1975) proposed that the process 
of learning to empathize will serve as a reference in developing activities. The five stages of 
becoming an empathetic person are as follows; 
1. It begins when students can express their own feelings. 
2. It is followed by combining feelings and principles learned eailier from any source to 
interpret behavior. 
3. Students divorce themselves from feelings and limit their discussion of the situation to 
the application of generalizations. 
4. Students do some introspection. 
5. Students analyze their own reactions to situations and through class discussion. 
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Evaluation techniques 
The outcome of an integrative curriculum requires authentic assessment which uses 
multiple sources for assessment as well as continuous evaluation (Beane, 1992a; McDonough, 
1991; Wraga, 1992). The purposes of evaluation in high school should be to assist students in 
maintaining progress toward becoming self-directed learners, to communicate with parents in 
order to assist student progress, and to provide evidence for school evaluation and program 
planning (Lines, 1994). Essentially, evaluation is a negotiatory process with interactive 
feedback provided through discussion (Doll, 1993). 
According to Appld)ee (1993) and Wr^a (1992), when assessing student learning, 
three types of assessment play important roles in most teaching although th^r take place at 
many different levels; record-based, test-based, and activity-based assessment. Many records 
can be used as evidence to show students' progress; autobiographies, health records, grades, 
participation in school activities, anecdotal records, sociogram, and attendance records 
(Wraga, 1992). Test-based assessment includes in-class unit tests, quizzes, work sheet, 
district exams, commercially standardized tests, interest inventories, and questionnaires 
(j^plebee, 1993; Wraga, 1992). Activity-based assessment focuses on students' participation 
in discussion, group or individual projects, journal responses, role playing or dramatization, 
literary analysis, brief written exercises, student responses or mterpretations, and peer 
judgment (Applebee, 1993; Wraga, 1992). In Applebee's research, the most frequent means 
of evaluating student learning outcomes in teaching literature was participation in discussion. 
The next most frequently used techniques were quizzes, brief written exercises, and unit tests. 
57 
The use of essays was also very popular. 
The preceding evaluation description is in accordance with authentic assessment 
strategies. Using authentic assessment mdicates making assessment match instructional 
practices. Attributes of authentic assessment imply it is a continuous and dynamic process of 
providing feedback to the student and fostering growth, involving multidimensional measures, 
engaging collaboration between teacher and students, and reflecting instructional objectives 
(Lines, 1994). Some of the most use&l tools for informal, formative, and summative 
assessment have been proposed in numerous reports. Table 2.5 depicts an example presented 
by Powell (1993). 
Table 2.5. Powell's assessment tools 
Infonnal assessment Formative assessment Summative assessment 
in-class discussion behaviors during in-class notebook entries 
notebook entries activities bands-on assessment 
conversations with students answers to questions "evaluate" activities 
checklists on specific skills notebook entries test questicnis for units OT 
homewoik chapters 
ptntfoUos cumulative portfolios 
skill checklists projects 
"evaluate" activities 
Resources available 
When implementing a curriculum in teaching home economics via literature, it is 
necessary to collect and organize resources and materials for instructional activities. 
Instruction taking place in a large school context may be either conducive or detrimental to 
teachers' classroom teaching. Certain fectors, such as the literature itself the teachers' 
themselves, and the availability of resources may affect the implementation. 
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The fact that literature must be readable was presented earlier in this section. Most 
teachers are concerned about how to access readable literature. A most important factor for 
planning literature-based instruction is knowing which authors are writing for young 
adolescents and what young adolescents are reading on their own (Wiseman, 1992). The 
availability of materials includes the types of literature from which to choose (Applebee, 
1993), and the degree to which the literature is accessible to the teacher and students (Lazar, 
1993). When choosing the length of the materials, the teacher must consider the time 
available in class and/or at home. Teachers must ask themselves whether it is possible to use 
only part of a text, or an abridged version (Lazar, 1993). With the implementation of a new 
curriculum, teachers will face several critical challenges. 
Human and nonhuman resources may aid or hinder the implementation of a program 
of instruction, especially an innovative one. A good library can be a resource center, not only 
providing readily available books, but also providing access to computer resources, other 
media, and informational networks that reach beyond the boundaries of the school itself 
(Applebee, 1993). The accessibility of school libraries and library collections are two 
important characteristics. Table 2.6 includes a number of features related to the accessibility 
of the library, including the size of the book collection in the library. 
Knowing about books is part of a librarian's responsibilities and teachers should make 
efforts to keep in touch with this useful source of information (Fenwick, 1990). The librarian 
can also provide several services to assist instruction, such as; arranging a variety of 
exhibitions of adolescents' books; screening publishers' catalogues; shopping in specialty 
bookstores, and providing information about book awards, best-seller books, and book critics. 
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Table 2.6. Features of an accessible library (Applebee, 1993) 
Features of accessibility 
• Open weekends 
• Open to the public 
• Use as stucfy hall or for non-libraiy classes 
• Participation in resource sharing netwoiks 
• All books on open shelves 
• Any non-budgetaiy limits on book selection 
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CHAPTERS. PROCEDURE 
The purpose of this study was to obtain information about teachers' perspectives 
toward teaching home economics through literature. The objectives of this study were to: 
1. develop a conceptual framework that focuses on using literature to teach home 
economics; 
2. develop an instrument based on the conceptual framework; 
3. identify teachers' perspectives toward using literature to teach home economics; and 
4. describe information about literature provided by teachers. 
This chapter includes descriptions of the (a) development of the model; (b) 
development of the instrument; (c) sample selection; (d) data collection; and (e) data analysis. 
Development of the Conceptual Framework 
A conceptual framewo± of curriculum was developed to use literature to teach home 
economics and to provide home economics teachers in Taiwanese junior high schools an 
alternative teaching strategy. A conceptual firework of curriculum refers to what shall be 
included for intended learning outcomes and how to present or organize what is selected for 
learning. The purpose of this conceptual framework is to enhance junior high school students' 
abilities in problem-solving, decision-making, and making moral-ethical judgments in their 
daily lives. It uses concept-based and literature-based approaches for teaching home 
economics and attaining the purposes of home economics education. 
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Background of the development 
According to the 1994 Taiwranese junior high school revision of the National 
Curricular Standards, the purposes of home economics education are to (1) prepare students 
for family life and sound citizenship in the contemporary age; (2) enrich the basic knovt^ledge 
and competencies of students for daily living; and (3) enlighten students' interests and ideals 
for enhancement of their lives. The three purposes impinge on t^hnical and practical 
rationalities. The purposes are to be judged not only by the success with which learners can 
operate, but also whether learners interact rationally and morally with their environment. 
Three major shifts were recommended in the 1994 revision of the curricular standards. 
The first is the requirement that home economics be offered to both male and female students; 
failure to provide home economics for all junior high school students will be considered 
illegal. The second shift is the reduction in the time allocation for home economics courses. 
The original time span, a two hours per week allotment per academic year, was shared with 
industrial arts; female students took home economics whereas male students took industrial 
arts. This time span will be changed to offering home economics either two hours per week 
during one semester in an academic year, or one hour per week for two semesters in an 
academic year. In other words, the time for home economics will be decreased fifty percent, 
and students of both genders will take both home economics and industrial arts. The thu-d 
shift is in the revision of home economics content. To meet the needs of both male and female 
students as well as the new time allocations, home economics content now focuses on family 
life, clothing, and food at the seventh, eighth, and ninth grade levels. 
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Since the revision of the curricuiar standards will become effective in August 1995, 
secondary school home economics teachers and university educators face some immediate 
challenges. The critical challenges focus on the following questions: 
1. How do home economics teachers express uniqueness in their teaching? 
2. What benefits do students receive from home economics classes? 
3. How can home economics teachers be helped to meet these new challenges? 
The development of this conceptual framework was undertaken to address the first two 
questions and to make recommendations that will help answer the third question. 
Goal of the conceptual framework 
The goal of this conceptual framework is to provide home economics teachers an 
alternative teaching strategy by using literature to teach home economics. This conceptual 
framewoilc was developed to enhance junior high school students' abilities in problem-solving, 
decision-making, and making moral-ethical judgments in their daily lives. It uses concept-
based and literature-based approaches in teaching home economics and attaining the purposes 
of home economics education. 
To attain this goal, the conceptual framework was designed to interrelate the content 
components with learning experiences and activities in ways that will facilitate learning. 
Instead of learning to think primarily about subject matter, (i.e., spending time memorizing 
material, filling in blanks on work sheets, practicing large numbers of repetitive questions or 
skills, and preparing for passing entrance examinations), home economics should help students 
learn to solve their daily living dilemmas or problems. There is a need for students to learn to 
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interact with their environment, to understand their relationships with the environment, and to 
act rationally and morally in their environment (Grundy, 1987). Ideally, the conceptual 
framework proposed in this study has been developed to assist students to interact rationally 
and morally with their environment via the integration of concepts presented in home 
economics and literature, efferent and aesthetic reading approaches, empirical-analytic and 
historic-hermeneutic sciences, technical and interpretive rationalities, as well as vicarious 
experiences described in the literature and learners' actual experiences in daily living. 
Rationale for the conceptual frameworii 
The following assumptions were made in developing this conceptual framework; 
1. Junior high school learners are able to read and understand literature as long as 
appropriate literature is selected. Burner's spiral curriculimi (1977) provides a 
viewpoint that any subject can be taught to any child in an honest form. Literature 
reflects the real himian experiences and the perennial problems related to social 
concerns. Junior high school learners in Taiwan are usually between the ages of 
twelve and fifteen. According to Piaget (1976), individuals at this stage may be 
entering the stage of formal operations. During this stage, learners are more able to 
operate on hypothetical propositions rather than being constrained to what they have 
experienced. Therefore, students who may not have direct experience in reality are 
able to deal with thinking through vicarious experiences extracted from literature. 
Youth enter society with a reasoning capacity that provides a basis for judgment about 
good and just ways of living together. 
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2. A concept is a powerful tool used to learn more broadly and deeply. Concepts 
facilitate the att^nment of (a) understanding and reducing the complexity of the 
environment; (b) forming principles or generalizing to new instances and 
discriminating non-instances of the concept; (c) &cilitating learning other concepts in a 
taxonomy as supraordinate, coordinate, or subordinate; (d) recognizing cause and 
effect, correlation, probability, and axiomatic relationships among concepts; (e) 
allowing inferences, such as when an object is categorized as a house, whereby many 
inferences can be made about H; and (f) facilitating problem-solving, such as when 
people use concepts to deal with the myriad of problems in daily work and in scientific 
research (Klausmeier et al., 1974; Smith & Morgan, 1986). 
3. Literature is a lifelong curriculum to journey around the world throughout life. 
Literature is life itself with the many functions in education (Barone et al., 1995). 
Literature can broaden knowledge of the environment. Literature is a natural vehicle 
for exposing learners to a no-risk environment where they can meet challenges and 
work through some of the problems they may encounter in their real lives (Coonrod et 
al., 1991; Manna & Symons, 1990). Literature suggests alternative ways of looking at 
the world from other points of view (Chatton, 1989). Literature can provide readers 
with vicarious experiences to facilitate understanding themselves and others. 
Literature can help readers acquire a feeling for a way of life in another time, place, or 
acquire a different mood in time or events to develop empathy with other cultures 
(Manna & Symons, 1990; Spiegel, 1987). Literature can suggest real-life uses and 
abuses of scientific knowledge and can draw readers into the drama of scientific 
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exploration, frustration, and discoveiy (Manna & Symons, 1990; Spiegel, 1987). 
Literature can provide examples to broaden concepts by providing instances. 
Literature can flush out cognitive networks of information about particular topics, add 
depth and meaning to concepts, and stimulate transfer, generalization, and application 
of concepts (Spiegel, 1987). Literature can be a rich source of diverse information or 
knowledge (Fuhler, 1992) to facilitate raising questions and promote higher level 
thinking (Chatton, 1989; Fuhler, 1992). 
4. Interaction is an effective initiator for making meaning. Meaning m curriculum results 
from the interactions between and among individuals as students are becoming aware 
of the interconnections between and among the various realms of knowledge, people, 
and social/political reality (Omstein & Hunkins, 1993). The actual integration of 
curriculum is about interacting with other people and understanding their ways of 
thinking to gain respect for each other (Shanahan, Robinson, & Schneider, 1993); 
sharing ideas and experiences to cope with changes in daily lives (Pardeck, 1994); and 
engaging in conversation to bring thought to birth (Goldenberg, 1993), Using 
literature across the curriculum provides students with opportunities to interact with 
the literature itself with the author, and with teachers and students through reading, 
writing, talking, sharing, discussion, questioning, interpretation, and cooperative team 
work. Interaction stimulates learners to reconstruct their original conceptual 
frameworks or schemes. It also facilitates assimilation and accommodation to take 
place within the learners' minds. Interaction is one of the best way to facilitate 
learners' development (Bruner & Bomstein, 1989). 
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5. Home economics is an interdisciplinary field and practical field of endeavor relying 
heavily on knowledge firom the empirical-analytic sciences and the historical-
henneneutic sciences (Brown, 1980, 1993). In the three fundamental human 
rationalities that were identified by Habermas (1972), home economics at the junior 
high school level in Taiwan tends to emphasize technical and practical rationalities. 
According to Brown (1980, 1993) and Grundy (1987), technical rationality is 
grounded in the n^ of the species to survive, and people with this rationality have a 
basic orientation toward manipulating and managing their environment. The practical 
rationality maintains an interest in understanding the environment through interaction 
with it. The question motivated by a technical rationality is "What can I do?" while the 
question motivated by practical mterest becomes "What should I do?" 
These five assumptions were taken into consideration in the development of this conceptual 
fi'amework. The conceptual fi'amewoik could provide a powerfiil strategy to facilitate home 
economics to integrate empirical-analytic and technical fields as well as historical-hermeneutic 
and practical fields. 
A portrayal of the conceptual framework 
A diagram of the conceptual firamework depicting the relationships among the 
elements of curriculum into a substantive entity is shown in Figure 3.1. The teacher is a 
guide, facilitator, motivator, mentor (Sloan, 1991), coach, or cheerleader (Wiseman, 1992) in 
this conceptual framewoiic, and the students are participants involved in learning activities. 
Surrounding the students and teacher are four elements of curriculum; the content of home 
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[uatton 
The 
content of 
home 
economics 
Teacher(s) 
Figure 3.1. A conceptual framework for teaching home economics through literature 
economics, literature, dialogue, and evaluation. This conceptual framework has not indicated 
the components of a curriculimi, which usually include objectives, subject matter or content, 
learning activities or experiences, and evaluation means (Tyler, 1950; Zais, 1976). Instead, it 
takes tC'& ccsitext of a curricidum into consideration. Accorc!Ung to Posner and Rudnitsky 
(1986), any systematic approach to curriculum development must be considered within the 
context of a theoretical framework. Kentor (1990) asserted that the sense of curriculum must 
be contextualized, not simply in terms of classrooms, schools, and communities, but also with 
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respect to social, political, cultural, and historical issues. The conceptual framework 
developed for this study incorporates the content of home economics, literature, and 
interactive dialogue representing the reahn of context. The content of home economics in the 
1994 Curricular Standards represents the context of education. Literature will be interpreted 
not simply in the context of classrooms, schools, and communities, but also in relation to the 
social, political, cultural, and historical context. The objectives of a curriculum are not shown 
in the diagram of the conceptual framework because they are infused throughout the 
conceptual framewoiic. The objectives interact with the four elements as well as the students 
and the teacher. Therefore, the four elements of this conceptual framework are identified in 
terms of the content of home economics, interactive dialogue, literature, and evaluation. The 
four elements are regarded as interactive and progressively modifiable. Any decision-making 
in this conceptual firework can be made either by the teacher or the students with the 
teacher. It mainly depends on the students' maturity and the teacher's perception of his or her 
role in teaching. 
When using the conceptual framework, teachers may start at any element and move in 
any sequence among the curriculum elements. For example, the conceptual framework can be 
used to start with the determination of the content to be taught appropriate for society. The 
content of home economics may be issues, incidents, themes, problems or concepts with 
which the student or the community are concerned or interested and which are related to the 
curricular standards. After the content is determmed, the appropriate literature is selected, 
and activities or experiences are planned. The main tasks of this step take into account: the 
concepts and generalizations that could be developed through the literature which has been 
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chosen; what kinds of questions should be rased in order to motivate students' discussion; 
how to deal with evaluation in order to evaluate learning and teaching outcomes; and how to 
obtain evidence to evaluate. As the conceptual framework is implemented over a period of 
time, the teachers obtain greater experience and/or resources in relation to the content 
area, literature, as well as strategies of dialogue and authentic assessment. A teacher may 
start with selecting literature because he or she has abundant and appropriate literature which 
can be used for teaching a certain content area. Another may start with evaluation because he 
or she is attempting to use a new strategy to deal with evaluation; therefore, learning 
activities, the content to be taught, and literature selection need to meet the requirements of 
the evaluation strategy. 
The basic concepts of home economics included in the 1994 revision of the curricular 
standards must be taken into consideration when determining the appropriate content to be 
taught. It is important to select content that will be good for society rather than to be taught. 
In particular, selecting the content must not be taken for granted (Grundy, 1987). The 
selected content should enable students to obtain understanding and apply that understanding 
to daily living (Omstein & Hunkins, 1993). Teachers are encouraged to select concepts, 
generalizations, and life problems to meet the needs of the learners and the purposes of home 
economics education. 
Several criteria should be considered to determine the literature to be used. The basic 
concerns are the learners' language proficiency, cultural background, and their reading 
backgrounds. Second, the concept load in home economics should be as appropriate to 
situation as possible. According to Harker (198S), concept load can be estimated by 
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establishing the number of concepts introduced in the selected literature, and the degree of 
complexity and level of abstraction. Third, literature itself should be readable, authentic, 
imaginative, and/or provide accurate information. Teachers must be aware that some topics in 
literature are controversial and reflect social problems of the society in which people live. 
Teachers should consider the community, parents, and the adolescents before presenting 
questionable topics. Literature suggested by students is encouraged; however, teachers must 
carefiilly preview literature suggested by students before it is adopted for classroom use. 
The learning activities and experiences recommended in this conceptual framework 
will focus on interactive dialogue among students, teachers, literature, and learning context. 
Learning experiences are the means for achie\^g all objectives (Taba, 1962). Dofl (1993) and 
Kentor (1990) advocated that curriculum needs to be defined in terms of personally lived 
experiences. The key concepts of learning experiences associated Avith practical interests are 
understanding and interaction (Grundy, 1987). Interactive dialogue is a type of interaction 
with the environment in order to understand the environment, make meaning through 
interpretation, and act appropriately. A variety of instructional strategies employing 
interaction are useful (e.g., raising questions based on several interpretive perspectives and 
exploring the matter of interpretive disagreement). In addition, strategies described in the 
review of literature, such as concept-oriented reading instruction, the efferent and aesthetic 
reading approaches, and the empathetic approach, could be used for designing activities. 
The purpose of evaluation in this conceptual framework differs from traditional 
evaluation which uses a pre-assumed norm or spedfied level of performance to judge success 
or failure in teaching or learning. Essentially, evaluation is a process with interactive feedback 
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provided through discussion and dialogue (Doll, 1993). Any device that provides valid 
evidence regarding the progress of students toward educational objectives is appropriate for 
evaluation. Three types of assessment described in the review of literature-record-based, 
test-based, and activity-based—can be used for evaluation (Applebee, 1993; Wraga, 1992). 
This type of strategy has been called authentic assessment and is appropriate for an integrative 
curriculum (Beane, 1992a; McDonough, 1991; Wraga, 1992). The teacher plays a key role in 
the evaluation process but would not be the exclusive evaluator. 
Teachers using this conceptual framework are encouraged to choose and use multiple 
literature pieces, activities, and evaluation strategies as long as th^ are related to the 
purposes of home economics education and available resources. Reading literature can be 
arranged before class or during class. The next step is to engage in interactive dialogue which 
provides students with opportunities to express their viewpoints, listen to each other, and 
participate in dialogue. The final step is the summative evaluation of the teaching/learning 
outcomes. Formative evaluation takes place at all steps, not necessarily as the final step. The 
elements discussed previously have been commonly used in teaching, but not all four elements 
have been consistently connected with participation by students and the teacher. The 
uniqueness of this conceptual framework will be that it places all four elements together 
through interaction between literature and learners, between the teacher and students, and 
among students. Thus, each element remains equally important in the conceptual firamework. 
The extent to which the teaching emphasis on the four elements builds the different 
shapes of the diagram also can be seen when referring to the diagram of the conceptual 
framework (Figure 3.1). Traditional instruction in Taiwan occurs when the teacher transmits 
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information about the content of home economics to students. This type of instruction 
initiates the development of a triangle that is formulated by teacher, students, and the content 
of home economics. By adding another element such as evaluation into the original triangle, 
the structure becomes a small pyramid. Again, by adding literature to the small pyramid, the 
original pyramid grows larger. The structure then becomes a diamond by including dialogue. 
Once all four elements are put together, the size and the quality of a diamond in terms of the 
value of the conceptual fiamework will become dependent upon appropriately choosing and 
using the quality and quantity of all the elements. 
Devdopment of the Instrument 
The instrument was developed to assess teachers' perspectives toward teaching home 
economics via literature based on the conceptual framework. The steps followed in 
developing the instrument included: (a) identifying the construct of the instrument; (b) 
developing items to be used; (c) obtaining consultants' opinions; (d) conducting a pilot test to 
determine the usability and appropriateness of the instrument; and (e) refining the instrument. 
The construct that was used for developing this mstrument is based on the conceptual 
framewoilc. The instrument should contain items regarding the four elements of the 
conceptual framework; the content of home economics, literature, dialogue, and evaluation. 
However, the conceptual framework is a dynamic construct wherein the researcher may not 
directly and exactly transmit the whole idea of the conceptual framework to the participants. 
Therefore, an alternative method was developed to provide an example to the participants. 
Special concerns address the content of home economics and literature: 
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1. How important do the teachers think each item of the content of home economics in 
the 1994 revision of Curricular Standards is? 
2. Could the content be taught through literature? 
3. How important are the criteria used for selecting literature to teach home economics? 
4. What are the most popular/students' favorite literature pieces? 
5. What types of literature are most appropriate for teaching home economics at the 
junior high school level? 
Five purposes of using literature across curriculum were reviewed previously. It is 
important to know to what extent the teachers focus on each purpose because the emphasis 
on different purposes will influence and be influenced by the four elements. It also is 
important to understand the teachers' perspectives toward possible barriers and beliefs in 
teaching home economics via literature. Furthermore, some profiles of the teachers and of the 
institutions where the teachers teach also were included. 
A preliminaiy set of items was developed, selected, and edited based on these 
elements. Likert-type scales were constructed to obtain quantitative data regarding this 
instrument. A demographic section included open-ended questions/statements. The 
development of the items in each section of this ^ trument is follows. 
The items measuring teachers' agreement with the example of the conceptual 
firework were constructed based on a selected \mX,foodpurchasing, and a short essay. Go 
Shopping for Bread, by Eya (1989). The character of this narrative is a young man who 
resembles a very handsome senior high school student. The setting is a bakery where the main 
character is shopping. The author, by chance, observes this young man continuously picking 
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up and putting back bread and cake. He has difSculty making a decision whether to choose 
bread or cake. The author of the narrative expresses surprise regarding the student's behavior. 
The example identifies the concepts and generalizations that w^ould be developed, activities 
and questions that could be used to stimulate discussion related to the concepts and 
generalizations, and the evaluation strategies and information of student performance that 
could be used to evaluate students' learning outcomes. 
Eleven items related to concepts and generalizations were developed based on the 
review of Concepts and Generalizations: Their Place in High School Home Economics 
Curriculum Development (AHEA, 1967). Fourteen items regarding activities and questions 
were developed on the basis of the concept-based approach, literature-based approach, and 
empathetic approach in the review of literature. Mne items in relation to evaluation were 
developed based on the idea of authentic assessment. These items were measured on a 5-
point scale (1 = not important, 2 = little important, 3 = somewhat important, 4 = important, 
and S = very important). The intention of these measurements were to ensure the extent of 
teachers' agreement to teaching home economics via literature. 
The items measuring response to the content of home economics were based on the 
1994 revision of the junior high school National Curricular Standards in Taiwan. Thirty-three 
items were listed to measure by two types of scale—importance and agreement-based on a 5-
point scale. Items and content areas m this part included 6 items on family, 8 items related to 
individuals, 4 items on handicrafts, 6 items on clothing and textile, and 9 items concerning 
food and eating. A S-pomt scale was used to obtain data concerning teachers' assessment of 
the in^ortance of each content area of home economics in the Curriculum Standards (1 = not 
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important, 2 = little important, 3 = somewhat important, 4 = important, and 5 = very 
important). The other 5-point scale was used to assess teachers' level of agreement to use 
literature to teach each content area (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = 
agree, and 5 = strongly agree). The intention of these two measurements was to obtain 
information to help determine the appropriate content of home economics that could be taught 
via literature. 
The items measuring the importance of the criteria for selecting literature were 
constructed basically on consideration of the content area, the students, literature itself and 
the teaching context. Originally 20 items were measured on a 5-point scale (1 = not 
important, 2 = little important, 3 = somewhat important, 4 = important, and 5 = very 
important). The intention of this assessment was to discover teachers' indications of the 
importance of criteria for literature selection. 
The items measuring the extent to which the teacher would focus on each purpose of 
the conceptual framework was based on the preceding review of literature. Five purposes 
were identified: (a) building learners' language capacities; (b) promoting content area 
learning; (c) increasing cultural understanding; (d) &cilitating learners' development; and (e) 
developing literature appreciation. The 30 items were measured on a 5-point scale (1 = none, 
2 = less, 3 = some, 4 = much, and 5 = very much). 
It is necessary to know the possible barriers to implementing the conceptual 
framework. A list of 17 items was developed to measure the likelihood teachers 
encounter the barriers listed. A 5-point scale was used (1 = very likely, 2 = somewhat likely, 
3 = uncertain, 4 = somewhat unlikely and 5 = very unlikely). In addition, sk items measuring 
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teachers' beliefs in teaching home economics via literature were measured using a 5-point 
scale (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, and 5 = strongly agree). 
The demographic items were related to teachers' professional characteristics, profile of 
schools where the teachers teach, and teachers' information about literature. Five items 
regarding the teachers' demographic characteristics included; the teachers' major area of 
study, the highest degree received, the year the degree was received, years of teaching 
experience, weekly hours spent teaching home economics and number of classes taught in 
home economics. Five items regarding the school where each teacher woiics covered: 
location of the school, number of students, number of school classes, number of books in the 
school library, and literature-related extracurricular activities offered. Three items regarding 
the teachers' information about literature were constructed to ask the teachers to provide three 
titles of literature pieces related to home economics that are most popular and that are the 
students' &vorites. The teachers also were asked to indicate three types of literature that are 
most appropriate to teach home economics. Data were collected using one of three types of 
responses; multiple choice, open-ended statements, or combined multiple choice and open-
ended statements. These data were used to provide information about the teachers' 
perspectives for developing feasible programs to help teachers in the fiiture. 
Experts in family and consumer sciences education at Iowa State University and in 
home economics education at National Taiwan Normal University served as consultants for 
the development of instrimient. They were asked to examine and critique the instrument as 
well as to determine its validity and appropriateness. Their responses included making 
significant changes m terms of wording and editing and valuable suggestions for gathering 
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data in terms of indicating the categories to which items belong and the appropriateness of the 
items. In addition, the consultants offered encouragement in terms of the importance of the 
conceptual firamework and their interest in it. 
After initial revisions were made, the refined mstnunent with a cover letter was then 
prepared for pilot testing and was mailed to 30 home economics supervisors in metropolitan 
areas, cities, and counties in Taiwan. Following the pilot test, appropriate changes were 
made. The major change was related to reorganizing the instrument. Items in Parts IV, V, 
VI, and Vn were moved to Parts I, D, HI, and IV. Minor changes included dividing some 
items into two items, deleting one ambiguous item, and modi^dng the wordng of five items. 
Three open-ended items were placed in Parts I, U, and m to obtain additional information. 
The instrument consists of nine parts including 1S6 items (Appendix A). For the purpose of 
final administration, the instrument was then translated into Chinese (Appendix B). 
Sample Sdection 
The target population was comprised of home economics teachers who teach at the 
junior high school level in two metropolitan areas that are governed by the central 
government, and in five cities and sixteen counties governed by the provincial government in 
Taiwan. Irrespective of the number of weekly hours they teach, as long as teachers have 
earned a certificate as home economics teachers, they are defined as home economics teachers 
in this study. 
The pilot test participants were 30 home economics teachers of metropolitan areas, 
cities, or counties who are actually responsible for both teaching home economics in their own 
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schools and for supervision in their areas. There are from one to five teachers in charge of 
supervision, depending on the number of schools and home economics teachers. The teachers 
in charge of supervision are ^pointed yearly by the Bureau of Education at the local level. 
Five participants (16.67%) did not return the responses and three respondents provided 
insufBcient data. The valid number of respondents in the pilot test was 22 (73.33%). 
A random sample of300 teachers were selected from Taiwan. The subjects were 
chosen from one of two types of directories. The first type, thirteen areas providing their own 
directories of home economics teachers were used for randomly selecting subjects from each 
directory. The second type, ten areas offered their junior high school directories which were 
used for randomly selecting schools from each directory. Deans of studies at the sampled 
schools were asked to provide a list of the names of home economics teachers in their own 
schols, from which one teacher was chosen by simple random sampling. Seventy-five percent 
of the subjects (225) returned their responses. Most of the subjects who did not respond were 
not located because of transfer to another school or another job, or a recent retirement. There 
were 73.33% (217) valid responses. 
Data Collection 
Data in this study were gathered mainly by mailing the instrument to the randomly 
selected sample subjects. Procedures were undertaken to ensure that the data collection in 
this study was ethical and legal, and would result in a high rate of replies. Copies of the 
questionnaire (Appendbc A) and a letter of transmittal (i^pendbc C) were submitted to the 
Iowa State University Human Subjects Committee for approval. A copy of the short essay 
79 
Go Shopping for Breadhy Eya (1989) in Chinese (Appendix D) also was enclosed with the 
instmment and letter that were mailed to the subjects. A code number inside each 
questionnaire was used merely for the purpose of identifying and organi^g the returned 
questionnaires. Permission to use the short essay was obtained from the author (^pendix E). 
Some strategies were used to elevate the response rate, such as the use of a self-addressed 
envelopes with special delivery postage, the use of fiand-stamped envelopes, and a reasonable 
but specific time limit. The initial mailmg was conducted on December 18, 1994, and a 
follow-up letter was sent by special delivery on January 4, 1995. 
Data Analysis 
Data analysis included an examination of the demographic data and statistical tests of 
the quantitative data. The data obtained were coded, verified, and transferred into the Iowa 
State University mainframe computer by using the text editor W>dbur to construct a data file. 
The statistical package of the social sciences (SPSS) was used for the statistical analyses. 
The following statistical procedures were used to analyze the data: 
1. Frequency counts and percentages were used to summarize demographic data. 
2. A factor analysis was conducted on aU parts of the instrument with exception of parts 
V and DC (i.e., Parts I, n, HI, IV, VI, VII, and Vm) to validate the constructs of the 
instrument. 
3. Cronbach's alpha was calculated for each factor. 
4. Mean scores were computed for factors and for items other than demographic data. 
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CHAPTER 4. RESULTS AND FmDINGS 
The results and findings presented in this chapter are organized into the following 
sections: (a) a description of the sample; (b) a description of &ctor analysis procedures used 
related to the instrument; (c) information related to the teachers' perspectives toward teaching 
home economics through literature; (d) information about teachers' responses to literature; 
and (e) a summary of the findings. 
Description of the Sample 
The demographics of the teachers and the schools in which the teachers teach are 
described in this section. Descriptive statistical procedures were used to determine 
fi-equencies and percentages. The responses of 217 home economics teachers in Taiwan were 
used for data analysis. 
Professional characteristics 
Characteristics used to describe the home economics teachers inchided major area of 
study, highest degree received, year degree received, years of teaching experience, weekly 
hours spent teaching home economics, and the number of home economics classes taught. 
The professional profile is presented in Table 4.1. 
Major The resuhs show that approximately 45% of the teachers majored in home 
economics education. An additional 38.7% of the teachers majored in home economics. 
Other majors identified include fashion design (7.4%), food and nutrition (2.3%), foreign 
language, mathematics, counselling, health education, and physical education. These data 
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Table 4.1. Professional profile of sample 
Variable N Frequenjqr Percent 
Major 
Home economics educatioa 
Home economics 
Other 
Missing 
217 
98 
84 
34 
1 
45.2 
38.7 
15.7 
0.5 
Highest Degree 
lister's degree 
Bachelor's degree 
E l^oma 
Omer 
Missing 
217 
5 
128 
72 
5 
7 
2.3 
59.0 
33.2 
2.3 
3.3 
The year degree received 
1970 or before 
1971 to 1980 
1981 to 1990 
1991 or later 
Missing 
217 
66 
60 
59 
23 
9 
30.4 
27.7 
27.2 
10.6 
4.1 
Years of teaching experience 
5 or fewer 
6 to 15 
16 to 25 
26 or more 
Missing 
217 
44 
60 
79 
26 
8 
20.3 
27.6 
36.4 
12.0 
3.7 
Weekly hours spent teaching home economics 
lto9 
10 to 19 
20 to 24 
Mssii^  
217 
54 
67 
72 
24 
24.9 
30.8 
33.2 
11.1 
Number of classes taught in home economics 
4 or fewer 
5to9 
10 to 12 
13 or more 
Missing 
217 
54 
63 
69 
6 
25 
24.9 
29.0 
31.8 
2.8 
11.5 
show that ahnost 94% of the teachers responding had educational background in home 
economics or its related areas. 
The highest degree As shown in Table 4.1, approximately 60% of the teachers 
obtained bachelor's degrees while only a small portion ( 2.3%) also received master's degrees. 
In addition, one-tenth of the teachers (N = 13) with bachelor's degrees completed 40 credits 
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of advanced study in four consecutive summer sessions after receiving their degrees. Finally, 
one-third of the teachers earned diplomas from junior colleges. These data unply that at least 
61.3% of the teachers had bachelor's or advanced degrees. 
The year degree received About 30% of the teachers received their highest 
degrees in 1970 or before, 28% between 1971 and 1980, and 27% between 1981 and 1990. 
Approximately 11% of the teachers received their d^ees in 1991 or later. 
Years of teaching experience ^^proximately 20% of the teachers had S or fewer 
years of teaching experience in home economics. About 28% of the teachers had 6 to IS 
yeare, nearly 36% had 16 to 25 years, and approximately 12% had 26 or more years of 
teaching experience in home economics. 
Two findings are related to the year degree received and years of teaching experience. 
First, the percentage distribution in both variables indicates the teachers are su£Sciently 
representative of diverse age groups and years of teaching experience. Second, the teachers' 
experiences might not be limited to teaching home economics. Some teachers might have 
experience in teaching other subjects, in non-teaching jobs, or been unemployment for a 
period of time. For instance, 30% of the teachers received their highest degrees in or before 
1970, however, only 12% had 26 or more years of teaching experience in home economics. 
Hours per weelc spent teaching home economics About 25% of the teachers 
taught home economics 9 or fewer hours per week. Approximatdy 31% taught home 
economics between 10 and 19 hours per week, and nearly 33% were full-time home 
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economics teachers who taught 20 to 24 hours per week of home economics, which in Taiwan 
is equivalent to teaching 10 to 12 home economics classes per week. 
Number of classes taught in home economics Almost 2S% of the teachers taught 
4 or fewer home economics classes per week. While 30% of the teachers taught 5 to 9 classes 
per week and about 32% of the teachers taught 10 to 12, only 3% of the teachers taught 13 
classes or more. In other words, 35% of the teachers were full-time home economics teachers 
who taught 10 or more home economics classes per week. According to the Curricular 
Standards in Taiwan, each home economics class at the junior high school level requires two 
hours of teaching per week. Therefore, from the data it appears that those teachers who 
taught 20 or more hours per week also taught 10 or more classes per week. 
Two variables—hours per week spent teaching home economics and number of classes 
taught in home economics—describe the teaching loads of the teachers. Approximately one-
third of the teachers were full-time home economics teachers who were solely responsible for 
teaching home economics. The other two-thirds of the teachers might have had other 
responsibilities or classes in addition to teaching home economics. 
School characteristics 
Characteristics of the mstitutions where the teachers teach include location, number of 
students, number of classes, number of books in the school library, and types of literature-
related extracurricular activities offered. This information is presented in Table 4.2. 
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Table 4.2. Profile of institutional characteristics 
Variable N Frequencgf Percent 
Location of the school 217 
Metropolitan area governed the central government 43 20.7 
City governed the provincial govenunent 61 28.1 
City governed the local government 49 22.6 
Village or small town 61 28.1 
Missing 1 0.5 
Number of students 217 
1000 or fewer 44 20.3 
1001 to 2000 77 35.5 
2001 to 3000 53 24.4 
3001 to 4000 18 8.3 
4001 or more 17 7.8 
Missing 8 3.7 
Number of school classes 217 
25 or fewer 41 18.9 
26 to 50 79 36.4 
51 to 75 57 26.2 
76 to 100 22 10.2 
101 to 180 12 5.5 
Missing 6 2.8 
Number of school books 217 
Unknown 130 59.9 
1000 or fewer 3 1.4 
1001 to 5000 20 9.2 
5001 to 10000 35 16.1 
10001 to 20000 22 10.2 
20001 to 50000 7 3.2 
Literature l^ated extracurricular activities offered* 217 
Reading club 73 33.6 
School journalism club 52 24.0 
Poetty ai^ neciation 45 20.7 
Writing club 43 19.8 
Recitation club 28 12.9 
Drama club 12 5.5 
Debate club 5 2.3 
Other 13 6.0 
None 67 30.9 
® More than one response possible. 
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Location of the school Nearly 21% of the teachers taught in metropolitan areas 
and 23% in cities govomed by a local govonment. Approximately 30% of the teachers taught 
in cities governed by the provincial government and 28% in a village or small town. This 
distribution indicates that the teachers were sufficiently representative of the geographic areas 
in Taiwan. 
Nnmber of students and classes The quota of home economics teachers in a junior 
high school is determined by the number of students and classes in a school. In general, 40 
students comprise an average class and a school needs one home economics teacher for every 
ten classes. A fiill-time home economics teacher must teach 20 to 24 hours per week, or 10 
to 12 home economics classes per week. It was reported that nearly 20% of the teachers 
taught in schools with 1000 or fewer students, or 25 or fewer classes per school. Nearly 36% 
of the teachers taught in schools of 1001 to 2000 students, or 26 to 50 classes. Almost 25% 
of the teachers taught in schools of2001 to 3000 students, or about 51 to 75 classes, 
y^proximatdy 16% of the teachers taught in schools with 3001 or more students, or 76 or 
more classes. 
Number of school library books Approximately 60% of the teachers did not 
respond regardmg the number of books in their school libraries. The other 40% provided 
data but indicated that the data were estimates. 
Literature-related extracurricular activities offered With regard to the 
literature-related extracurricular activities each school offered, the teachers may have 
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responded more than once to this item. Nearly 31% of the teachers responded that their 
schools did not offer any e^ctracurricular activities related to literature. Approximately 27% 
(58) teachers gave only one response, followed by 16.6% (36) teachers who gave 2 responses, 
13.4% (29) teachers who gave 3 responses, 6.0% (13) teachers who gave 4 responses, 2.8% 
(6) teachers who gave 5 responses, and I teacher who gave 6 or 7 responses. Approximately 
one-third of the schools offered reading clubs, which were the most frequently offered 
literature-related activity. Nearly one-fourth of the schools oflfered school journalism clubs, 
A^e about one-fifth offered poetry appreciation clubs and/or writing clubs. In addition, 
other related activities were provided in diminishing percentages, such as recitation clubs 
(12.9%), drama clubs (5.5%), debate clubs (2.3%), movie appreciation, litwature 
appreciation, classical music and folk song appreciation, and marionette play. 
Factor Analysis 
Factor analysis was used to summarize the interrelationships among the variables in a 
concise but accurate manner as an aid in conceptualization. Factor analysis was conducted on 
seven of the nine parts of the instrument. Parts V and DC—the content of home economics and 
the demographic information—were excluded because the content of home economics was 
identified in the 1994 revision of Curricular Standards and the interval scale was not used to 
collect data on the demographics. A total of 22 &ctors emerged fi'om the &ctor analysis of 
the seven parts. Reliabilities indicate the items under each factor have internal consistency. 
Table 4.3 presents data related to the emerging factors, which include eigenvalue, percent of 
variance, cumulative percentage, and reliability coefficient. Factor loadings are present in 
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Table 4.3. Factor analysis of the instrument 
Factor if of items Eigenvalue 
%of 
variance Cum% 
Cronbac 
alpha 
Concepts & generalizations 
Generalizations 5 3.76 41.8 41.8 .76 
Concepts 3 1.10 12.0 54.0 .75 
Activities & questions 
Draw conclusions 4 4.29 33.0 33.0 .72 
E^qsess opinions 2 1.46 11.2 44.2 .66 
Select food 3 1.31 10.1 54.3 .66 
Empathize with others 2 1.07 8.3 62.6 .68 
Evaluation 
Records of students' behavi(H3 4 3.50 43.8 43.8 .74 
Teachers' evaluation 3 1.22 15.2 59.0 .82 
procedures/behaviors 
Selecting literature 
Student-oiiented 4 6.14 40.9 40.9 .85 
LiteratuTe-oriented 4 1.62 10.8 51.7 .80 
School/^ mify centered 3 1.50 10.1 61.8 .82 
Home economics centered 3 1.12 7.4 69.2 .77 
Purposes 
Enhance learners' development 9 13.56 48.4 48.4 .94 
Increase cultural understanding 6 2.30 8.2 56.6 .91 
Develc  ^literature appreciation 5 1.83 6.5 63.2 .90 
Increase learning home economics 3 1.30 4.6 67.8 .86 
Improve learoers' language abilities 3 1.15 4.1 71.9 .88 
Possible barriers 
Conflicts regarding teaching 4 5.05 36.1 36.1 .85 
Library limitations 3 1.75 12.5 40.5 .80 
Literature limitations 2 1.31 9.4 57.9 .71 
Teachers' limitations 2 1.02 7.3 65.2 .61 
Beliefs 5 2.95 49.1 49.1 .77 
Tables 4.4 to 4.10. 
As shown in Table 4.4, two &ctors emerged from the fector analysis regarding 
concepts and generalizations. Factor 1 (generalizations) consists of five items (6 to 10), and 
factor 2 (concepts) consists of three items (2 to 4). These two factors account for 54.0% of 
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Table 4.4. Factor loadings related to concepts and generalizations 
Factor Item 
Factor loading No. Item 
Generalizations .78 9 The more accurate one's perception of personal valties, the 
easier it is to make choices. 
.7G 7 Perception ofavailability and/or scarcity of resources affects 
choices. 
.66 10 Consumer choices are determined hy maiketiug practices, 
prices, food quality, &mily traditions, and/or individual 
preferences. 
.66 6 Non-Nutritional as well as nutriticHial &ct(H8 play inqxtrtant 
roles in food selection. 
.62 8 Individual values are important criteria for decision-making. 
Concepts .80 3 Decision-making in purchasing food. 
.73 4 Factors that inq)act on food selection. 
.74 2 Food preference. 
the vmance and the Cronbach's alpha reliabilities of the two factors are .76 and .75. 
Four &ctors emerged in the scale of activities and questions (Table 4.S). Factor 1 
{draw conclusions) consists of four items (21,24 to 26); factor 2 {egress opinions) consists 
of two items (17, 19); factor 3 [selectfoods) consists of three items (12,13, 15); and j&ctor 4 
{empathize with others) consists of two items (22, 23). Four &ctors account for 62.6% of 
the variance. The Cronbach's alpha reliabilities of these four &ctors are .72, .66, .66, and .68. 
Two &ctors emerged in the scale of evaluation (Table 4.6). Factor 1 {records of 
students' behaviors) consists of four items (31, 34 to 36), and factor 2 {teacher's evaluation 
procedures/behaviors) consists of three items (28 to 30). Two factors account for 59.0% of 
the variance. The Cronbach's alpha reliabilities of these two factors are .74 and .82. 
Four factors emerged in the scale of criteria for selecting literature (Table 4.7). Factor 
1 (student-oriented) consists of four items (82, 84, 85, 91); factor 2 {literature-oneateA) 
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Table 4.5. Factor loadings related to activities and questions 
Factor Item 
Factor loading No. Item 
Draw (xmclusions .74 25 Could you ai^ ly your cooclusion to other purchases? 
.65 26 Describe your own philosof  ^of decisicm-oiaking in 300 
words OT less that is due at the next class meeting. 
.65 24 Based cm our in-class discussini, please conclude what are the 
&ctors affecting decision-making in food selectioa 
.62 21 How will the future of this young man be affected if he doesn't 
change his type of decision-making? 
Express opmions .80 19 If you would have bdiaved differentfy, determine what in your 
own background would have caused this difference. 
.68 17 Would you be able to explain the character's behaviors from 
your own perspectives? 
Select foods .70 12 What are your concerns regarding sanitation when you 
purchase reacfy-to-eat food such as bread? 
.69 15 Aie food preferences conducive or detrimental to food 
selection? 
.69 13 CcHnpare the nutrients of the four styles of btead or cake that 
are selected by the character. 
Empathize with others .73 23 Do you agree with the authra's response to the young man? 
Why or why not? 
.77 22 Uada what circumstances would you feel it is difScult to 
make a decision? 
consists of four items (87 to 90); factor 3 (school/family envirorment) consists of three items 
(93, 95, 96); and factor 4 (home economics centered) consists of three items (78, 79, 80). 
Four factors account for 69.2% of the variance. The Cronbach's alpha reliabilities are .85, 
.80, .82, and .77, respectively. 
Five factors emerged in the scale of the purposes (Table 4.8). Factor 1 (enhance 
learners'development) consists of nine items (113 to 121); factor 2 (increase cultural 
itnderstanding) consists of six items (106 to 111); factor 3 {develop literature cq/preciatiort) 
consists of five items (122 to 126); factor 4 (increase learning home economics) consists 
of three items (102 to 104); and fector 5 (improve learners' language abilities) consists of 
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Table 4.6. Factor loadings related to evaluation 
Factor Item 
Factor loading No. Item 
Records of students' .77 36 The records of absenteeism in home economics class. 
behaviors .70 35 Frequencies of students who check out bodes from library 
.68 31 Student notebooks. 
.62 34 Test scores regarding the theme of discussi(m. 
Teachers' evaluation .85 28 Observe and rate students' ideas as expressed in class. 
procedures/bdiaviors .85 29 Document students' conversations in class. 
.78 30 Document the key points of students' answers to questions. 
Table 4.7. Factor loadings related to criteria for selecting literature 
Factor Item 
Factor loading No. Item 
Student-oriented .81 85 Address students' conqrohensive ability. 
.79 84 Refer to students' linguistic proficiency. 
.69 91 Provide multidimensional information. 
.64 82 Reflect the grade level of students. 
Literature-oriented .79 89 Provide diversified cultural perspectives. 
.73 88 Consider contemporary woriks and background. 
.73 87 Use the traditional classics. 
.70 90 Select best-seller books. 
School/family .85 96 Consider the service available firomi the school library. 
environment .84 95 Consider the school's policy for selecting books. 
.65 93 Considra parental censorship. 
Home economics- .80 80 Address the ^ llabus of the home ec(momics course. 
centered .78 79 Allow for the number of students in a home economics class. 
.65 78 Consider time allocation for the home economics class. 
three items (97 to 99). Five factors account for 71.9% of the variance. The Cronbach's alpha 
reliabilities are .94, .91, .90, .86, and .88, respectively. 
Four factors emerged in the scale of possible barriers to be encountered (Table 4.9). 
Factor 1 {conflicts regarding teaching) consists of four items (140 to 143); factor 2 (library 
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Table 4.8. Factor loadings related to the purposes 
Factor 
Fact<»r 
loading 
Item 
No. Item 
Enhance leamers' .77 117 E)evelop coaflict resolution ability. 
develqnnent .76 121 Foster ability to make value jud^nents. 
.75 118 Foster critical thinking ability. 
.74 114 Enhance problem-solving ability. 
.72 120 Develop more diverse perspectives. 
.65 113 Develop a sense of enqnthy all beings. 
.65 115 Facilitate students' imagination. 
.65 116 Nurture students' creativity. 
.63 119 Cultivate students' socio-ethical consciousness. 
Increase cultural .80 110 Respect fw cultural diversity. 
understanding .75 111 Understand &e different traditions and customs. 
.74 109 Respect fra- diverse c^pinians. 
.69 108 Develop insists into other societies. 
.69 107 Develc  ^care and concern about social well-being. 
.68 106 Develop care and concern about &mily well-being. 
Develop literature .82 124 Anafyze literature &r character, plot, setting, etc. 
appreciation .78 123 Apfnieciate a variety of metai^ ois in literature. 
.74 122 Foster the literary spirit of inquiry. 
.65 126 Develop ability to select good books. 
.65 125 Cultivate life-long readers. 
Increase learning home .82 104 Enrich the basic content of home economics. 
economics .69 102 Enhance students' interest in learning home economics. 
.66 103 Discover potential solutions to &mily pnblems. 
Improve learners' .84 98 Improve students' writing ability. 
language abilities .83 97 Inqjtove students' reading ability. 
.82 99 Improve students' listening comprehensicm. 
limitations) consists of three items (133, 134, 137); factor 3 (literature limitations) consists of 
two items (131, 132); and factor 4 (teachers' limitations) consists of two items (127, 128). 
Four Actors accoimt for 65.2% of the variance. The Cronbach's alpha reliabilities are .85, 
.80, .71, and .61, respectively. 
Only one factor was foimd in the scale of beliefs in teaching home economics via 
literature (Table 4.10). Five items (39 to 43) are included in this scale. This &ctor accounts 
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Table 4.9. Factor loadings related to the possible barriers 
Factor Item 
Factor loading No. Item 
Conflicts regardiDg .85 143 Conflict between information accuracy and art value. 
teaching .84 142 Conflict between teacher's and students' interpretation. 
.78 141 Conflict between teaching literature as imaginative 
e?q>erience and as inframation about literature. 
.73 140 Conflict between teaching literature and tMnhing home 
economics. 
Library limitations .75 133 Be difficulty of checking out books in library. 
.71 134 Lack of a wide range of bodes to be usable. 
.68 137 Lack of connecticm between teachers and librarian. 
Literature limitatioDS .87 131 Lack of readable literature for adolescents. 
.72 132 Be difficult of finding appropriate litmture. 
Teachers' limitaticHis .82 127 Lack of literature appreciation. 
.79 128 Lack of preparation for teaching literature. 
Table 4.10. Factor loadings related to beliefe 
Factor Item 
Factor loading No. Item 
Belief .81 41 It is possible to use literature in my home economics class. 
.79 40 I would like to teach home ecraiomics via literature in the 
fiiture. 
.74 39 ^jprojsiately selected literature can be tised to improve the 
quality of teaching home economics. 
.65 42 Students will be interested in reading literature related to home 
economics. 
.63 43 Using literature in teaching home economics will pnx)m0te the 
status of home economics in the school curriculum. 
for 49.1% of the variance. The Cronbach's alpha is .77. 
Twenty-five items were deleted based on &ctor loadings at .60 or lower. These 25 
items were: 1, 5, 14, 16, 18, 20, 32, 33, 38, 77, 81, 83, 86, 92, 94, 100, 101, 105, 112, 129, 
130, 135, 136, 138, and 139. The original instrument included 156 items. After the 25 items 
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were deleted, the remaining 131 items were used for data analysis. 
Teachers' Perspectives 
One of the objectives of this study was to identify the teachers' perspectives toward 
teaching home economics via literature. Data related to this objective are presented in this 
section. Descriptive statistics, including means and standard deviations, were used to describe 
the results. 
Perspectives regarding the example 
The data regarding eight factors, including 37 items to identify teachers' perspectives 
of the identified example of integrating literature into teaching home economics, are presented 
in Table 4.11 to Table 4.13. 
The mean scores of the two factors including eight items in this part are presented in 
Table 4.11 with respect to the extent teachers agree or disagree on whether the narrative Go 
shopping for bread can be used to develop concepts and generalizations listed in the 
instrument. The mean score of both of the factors, concepts and generalizations, 
was 3.8. The mean responses to items in the factor of concepts ranged fi'om 3.7 to 4.0, and 
3.5 to 4.2 in the &ctor of generalizations. All eight items were rated as agree, with a mean 
above 3.5. The data show that the teachers agreed that the narrative Go Shopping for Bread 
can be used to teach food purchasing to develop the concepts and generalizations listed. With 
reference to the additional information in response to item 11, a major concept, consumer 
ethics, may also be developed through use of this essay. 
The mean scores of the four factors, including 11 items in this part, are shown 
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Table 4.11. The teachers' perspectives r^arding the concepts and generalizations 
Item Standard 
No. Factor Mean" deviation 
CoDcepts 3.8 
3 Decision-making in purchasing food 4.0 0.96 
2 FoodprefeFence. 3.8 0.96 
4 Factors that impact on food selectioa 3.7 0.93 
GenendizatMHis 3.8 
9 The more accurate one's perception of personal values, the easier it is to 4.2 0.81 
make choices. 
10 C(»)sumer choices axe determined by nuiiketing practices, prices, food 4.1 0.93 
quality, femily traditions, and/or individual preferences. 
8 Individual values are inqxntant critoia for decision-making. 3.9 0.94 
7 Perception of availability and/or scarcity of resources affects choices. 3.6 0.93 
6 Non-nutritt(»al as well as niotntional &ctors play important roles in food 3.5 1.12 
selection. 
n Rating scale: 1 = strongly disagree, 2 = disagree, 3 - neutral, 4 = agree, S - strongly agree. 
in the tsA>le 4.12 concerning whether the questions and activities listed can be used to 
stimulate discussion to teach food purchasing. When compaiing the mean scores of the four 
factors, the factor of eiqpressing opinions had the highest mean of 3.9, followed by the factor 
of drawing conclusions, with a mean of 3.8. The lowest two were the factors of selecting 
food and empathy with others. The mean responses to items in the &ctor of expressing 
opinions ranged from 3.9 to 4.0; 3.6 to 4.0 in the factors of drawing conclusions; 3.6 to 3.8 
in the factor of empathy with others, and 3.5 to 3.9 in the factor of selecting food. All 11 
items were rated as agree, with the overall mean being 3.5 or higher. The data indicate that 
the teachers agreed that these activities and questions can be used to develop the concepts and 
generalizations listed. Some respondents suggested that the question "put yourself into the 
role of the bakery manager, how you would react" (in item 27) and activities such as using 
role-playing technique may be useful. 
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Table 4.12. The teachers' perspectives regarding the activities and questions 
Item 
Mean" 
Standard 
No. Factor deviation 
Egress opinioiis 3.9 
17 Would you be able to e l^ain the character's behaviors frmn your own 4.0 0.74 
perspectives? 
19 If you would have behaved differently, determine what in your own 3.9 0.76 
background would have caused this difference. 
Draw coDclnsions 3.8 
24 Based on our in-class discussion, please conclude w i^at are the &ctors 4.0 0.81 
affecting decision-making in food selection. 
21 How will the future of this young man be affected if he doesn't change his 4.0 0.92 
type of decision-making? 
25 Could you apply your conclusion to odier purchases? 3.8 0.78 
26 Describe your own philosophy of decision-making in 300 words or less 3.6 0.93 
that is due at the next class meeting. 
Empathize wKh others 3.7 
23 Do you agree with the author's response to the young man? Why or why 3.8 0.90 
22 
uQir 
Under what circumstances would you feel it is diGScult to make a decision? 3.6 0.92 
Select food 3.7 
12 What are your concerns regarding sanitation when you purchase iead|y-to- 3.9 0.89 
eat food such as bread? 
15 Are food preferences conducive or detrimental to food selection? 3.8 0.72 
13 Conqrare the nutrients of the four s l^es of bread or cake that are selocted 3.5 1.01 
character. 
a Rating scale; 1 = strongly disagree, 2 = disagree, 3 neutral, 4 agree, S-strongly agree. 
The mean scores of the two factors, including the 7 items, are presented in Table 4.13 
with regard to the extent teachers agree or disagree that the information or procedures listed 
can be used to evaluate teaching and learning outcomes. When comparing the mean 
scores of the two factors, the Victor of teachers' evaluation procedures/behaviors (mean = 
3.8) had a higher mean than the factor of records of students' behaviors (mean = 3.5). The 
mean responses to items in the factor of teachers' evaluation procedures/behaviors ranged 
from 3.7 to 3.9, and 3.0 to 3.8 in the factor of records of students' behaviors. The teachers 
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Table 4.13. The teachers' perspectives regarding evaluation 
Item 
Mean® 
Standard 
No. Factor deviation 
Teadiers' evahiatioa procednres/bdiavion 3.8 
30 Document the key points of students' answering questions. 3.9 0.68 
28 Observe and rate students' ideas as e}qvessed in class. 3.8 0.79 
29 Document students' conversati(Mis in-class. 3.7 0.82 
Records of students' behaviors 3.S 
31 Student notebodcs. 3.8 0.82 
34 Test scores regarding the theme of discussioa 3.7 0.91 
36 The records of absenteeism in home economics class. 3.4 1.05 
35 Frequencies of students who check out books from library. 3.0 0.95 
"Ratingscale: 1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5= strongly agree. 
tended to agree that evaluation should be based on teachers'evaluation procedures/behaviors 
rather than records of students' behaviors. The item the teachers were most unsure of was 
item 35,frequencies of students who check out books from library, with a mean of 3.0. 
In conchision, the teachers agreed that the narrative would be useful in developing the 
concepts and generalizations listed relating to purchasing foods; the activities and questions 
such as express opinions, draw conclusions, empathize with others, and select food, could be 
used to develop the concepts and generalizations; and both tecKhers'evaluation procedures/ 
behaviors and records of students' behaviors could be used to evaluate the outcomes of using 
literature to teach home economics. 
Perspectives regarding the content of home economics 
The teachers were asked to indicate (a) how important they think the content is in each 
category listed, and (b) to what extent they agree that the content can be taught via literature. 
The following analysis focuses on these two aspects. 
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The importance Items relating to importance as listed in the 1994 junior high 
school revision of Curricular Standards in Taiwan are shown in Table 4.14. According to the 
rating given by the teachers, the three most important categories were family (mean = 4.3), 
mdividuals (mean = 4.2) and food and eating (mean = 4.2), followed by the categories of 
handicrqfts (mean = 3.8) and clothing and textiles (mean = 3.7). The mean responses of 28 
of total 33 items were at least 3.9 or higher, with the exception of five hems; i^ric 
construction (Item 59, mean = 3.1), textile fibers (Item 58, mean = 3.2), the use of textile in 
daily life (Item 60, mean = 3.5), gardening, pot-planting, and flower arrangement (Item 56, 
mean = 3.5), and paper-cutting and paper design (Item 57, mean = 3.5). This result implies 
that the teachers considered the content of home economics listed in the 1994 revision of 
Curricular Standards to be important. 
When comparing the mean responses of the items in each category, the mean of all the 
items in the cat^ory of family were above 4.1; items in the category of individuals were 
higher than 4.0; and items in the category of food and eating ranged fi'om 3.9 to 4.5. It^ 
76, "safety of ready-to-eat foods" with a mean of 4.5, was the highest one. Items such as 
^ric construction (59, mean = 3.1) and textile fibers (58, mean = 3.2) received the lowest 
mean response were rated as somewhat important. 
The agreement Regarding the agreement to teaching the content via literature, the 
mean score of the category of individuals was highest (mean = 4.0), followed in decreasing 
order by the categories offamily (mean = 3.9), food and eating (mean = 3.6), han(ticrqfts 
(mean = 3.3), and clothing and textiles (mean = 3.2). The mean responses to four items in the 
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Table 4.14. The teachers' perspectives to the content of home economics 
Item Agreement 
No. Category Mean S.D. Mean S.D. 
4.3 3.9 
4.4 0.65 4.3 0.68 
4.4 0.69 4.2 0.75 
4.4 0.62 4.2 0.72 
4.2 0.71 4.2 0.75 
4.1 0.73 3.7 0.99 
4.1 0.76 3.9 0.85 
4.2 4.0 
4.4 0.68 3.8 0.96 
4.4 0.63 4.2 0.73 
4.3 0.70 4.2 0.68 
4.2 0.74 4.1 0.76 
4.2 0.64 4.0 0.85 
4.2 0.79 3.9 0.82 
4.1 0.78 3.6 0.98 
4.0 0.86 3.8 0.81 
4.2 3.6 
4.5 0.64 3.9 0.98 
4.3 0.69 3.8 1.03 
4.3 0.73 4.1 0.83 
4.3 0.76 3.5 1.04 
4.3 0.75 3.5 1.17 
4.2 0.68 3.5 1.06 
4.2 0.72 3.4 1.11 
3.9 0.81 3.4 1.09 
3.9 0.78 3.3 1.03 
3.8 3.3 
4.1 0.82 3.1 1.29 
3.9 0.81 3.4 1.02 
3.5 0.82 3.3 1.04 
3.5 0.84 3.1 1.05 
3.7 3.2 
4.2 0.69 3.8 0.91 
4.2 0.69 3.5 1.09 
4.0 0.78 3.2 1.12 
3.5 0.91 3.1 1.04 
3.2 0.92 2.9 1.01 
3.1 0.94 2.8 1.04 
Famity 
46 Establishing hannonious Sunih' relatioiis 
45 Theinq)ortanceof&miIytoseu 
47 Managing time, money, and household chores 
48 Cop  ^with family clu^eamd crisis 
53 Family living enviraoment 
54 Family leisure and recieation 
Indivjdiials 
69 Diet and self 
67 Table manners 
52 Propermanners and decorum 
51 Maintaining graceful posture 
61 Clothing f(n: youth 
44 HcHue economics and me 
50 Maintaining personal Igrgiene 
49 Recognizing own a[:^)earance 
Food and eatmg 
76 Safety of ready-to-eat foods 
70 Diet and body wei At 
66 Eatii^  habits and daily life 
68 Nutritional needs and tecommended intakes 
75 Use and safe  ^of kitchen utensils 
71 Food selection, preservation, and coddng 
74 Food labelli^  
73 Designing sii^ le meals 
72 Fooafsocessing 
Handicrafts 
65 Basic sewing and its arolication 
55 Appreciating traditional handicrafts 
56 Gardening, pot-planting, and flower 
arrangement 
57 Learning paper-cutting and paper design 
Clodiaig and textiles 
63 Purchasu  ^clothing 
64 Taking care of doming 
62 Fabric labellii^  
60 The use of textiles in daily life 
58 Learning textile fibers 
59 Fabric construction 
a Imporlance 1 = not important 
2 = littic unMrtant 
3 = somewhat important 
4 = important 
5 = very important 
Agreement 1 = strongly diagrce 
2 =disagiw 
3 = ncufial 
4 = agrec 
5 = strongly agree 
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category of family and four items in indmduals were rated as £®ree, with the overall mean 
scores 4.0 or hi^er, to use literature in teaching home economics. These items were 
establishing harmonious family (46, mean = 4.3); the importance of family to self (45, mean = 
4.2); managing time, mon^, and household chores (47, mean = 4.2); coping with family 
change and crisis (48, mean = 4.2); table manners (67, mean = 4.2); proper manners and 
decorum (52, mean = 4.2); maintaining gracefiil posture (51, mean = 4.1); and clothing for 
youth (61, mean = 4.0). Item 66 in the category of food and eating, "eating habits and daily 
life" with a mean of 4.1, was also rated as agree to be taught via literature. The mean 
responses of items in the categories of handicrafts and clothing and textiles ranged from 2.8 
to 3.5, with the exception of "purchasmg clothing" (63, mean = 3.8). 
There were some discrepancies \^en comparing the mean scores on two scales-
importance and agreement. Most items imder family and individuals were rated as both 
in^ortant and having a high degree of agreement that the content could be taught via 
literature. In contrast, items under the categories of food and eating, handicrafts, or clothing 
and textiles, were rated as important or somewhat important, but there was less agreement 
that these could be taught via literature. 
Perspectives regarding the criteria for selecting literature 
The mean scores of four &ctors, including 14 items, are presented in Table 4.15 
regarding the importance of criteria for selecting literature in teaching home economics. The 
factor of student-oriented had the highest mean (4.1), followed by the factor of home 
economics centered ( 3.8), literature-oriented (3.5), and school/family environment (3.4). 
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Table 4.15. The teachers' perspectives regarding criteria for selecting literature 
Item 
No. Factor Mean® 
Standard 
deviation 
Student-oriented 4.1 
91 Provide mtiltidiiiiensioDal informatioa 4.2 0.78 
85 Address students' comprehensive ability. 4.2 0.77 
84 Refer to students' linguistic proficiency. 4.1 0.85 
82 Reflect the grade level of students 4.0 0.80 
Home economics centered 3.8 
78 Consider time allocatioi for the home econcnnics class. 4.1 0.89 
80 Address the syllabus of the home ec(m(Hnics course. 3.8 0.98 
79 Allow for the number of students in a home economics class. 3.7 1.03 
Literature-oriented 3.5 
89 Provide diversified cultural perspectives. 3.8 0.87 
90 Select best-seller books. 3.7 0.85 
88 Consider contemporaiy woiks and background. 3.6 0.89 
87 Use the tFaditioml classics. 2.9 0.99 
Sdiool/famify environment 3.4 
95 Consider the school's policy for selecting books. 3.6 0.98 
% Consider the services available from the school library. 3.6 0.97 
93 C<Hisider paiental censorship. 3.1 1.01 
® Rating scale; 1 = not important, 2 = little important, 3 = somewhat important, 4 = important, 5 = veiy important 
The mean responses to items in the factor of student-oriented ranged from 4.0 to 4.2, 
3.7 to 4.1 in the fector of home economics centered, 2.9 to 3.8 in the fector of literature-
oriented, and 3.1 to 3.6 in the factor of school/family ermrormtent. The mean responses to all 
four items in the factor of student-oriented were 4.0 or higher. The teachers tended to agree 
that literature selection was taken into consideration when providing multidimensional 
information, meeting students' ability to comprehend, referring to students' linguistic 
proficiency, and reflecting on the grade level of students. In addition, time allocation for 
home economics classes (Item 78, mean = 4.1) was also taken into account. The items in 
which the teachers were the most unsure were "Use the traditional classics" (87, mean = 2.9) 
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and "Consider parental censorship" (93, mean = 3.1). With the exception of these two items, 
the items in these factors were rated as important with an overall mean of 3.5 or higher. 
Based on the data, the teachers identified that student-oriented and home economics-centered 
criteria were more important than the criteria of literature-oriented and school/family 
environment for selecting literature. 
Perspectives regarding the purposes 
The mean scores of five factors, including 26 items, are shown in Table 4.16 regardmg 
how strongly teachers emphasized the purposes of teaching home economics via literature. 
Comparing the mean scores of the five factors, the highest mean (3.9), was given to two 
factors; enhance learners' development and increase learning home economics. These were 
followed by the factor of increasing cultural urukrstanding (mean = 3.8), developing 
literature appreciation (mean = 3.4) and improving learners' language abilities (mean = 3.1). 
The mean responses to items in the first three factors ranged fi^om 3.7 to 4.0. The two 
items with the highest mean of 4.0 were: emphasis on &cilitating students' ima^nation, and 
problem-solving ability. In contrast, all three items in the factor of improving learners' 
language abilities (items 97 to 99) had lower mean responses of 2,9, 3.1, and 3.2, 
respectively. The three items in the fector of developing literature appreciation, items 122 to 
124, also had lower mean responses, 3.1, 3.2, and 3.3. The teachers placed less emphasis on 
improving students' abilities in writing, reading, and listening comprehoision as well as on 
literary inquiry, appreciation of metaphors, and ability to analyze characters, plot, and setting. 
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Table 4.16. The teachers' perspectives regarding purposes 
Item Standard 
No. Factor Mean" deviation 
Enhance iearners' deveiopnient 3.9 
115 Facilitate students' imagination. 4.0 0.76 
114 Enhance problem-solving ability. 4.0 0.83 
120 Develop more diverse perspectives. 3.9 0.77 
116 Nurture students' creativity. 3.9 0.84 
121 Foster ability to make value judgments. 3.9 0.84 
113 Devslqp a sense of enqiatby with all beings. 3.8 0.91 
117 Develop conflict resolution ability. 3.8 0.84 
118 Foster critical thinking ability. 3.8 0.89 
119 Cultivate students' socio-ethical consciousness. 3.8 0.82 
Increase ieamkig home ecooomics 3.9 
104 Enrich the basic ccntent of home economics. 3.9 0.84 
102 Enhance students' interest in learning home economics. 3.9 0.82 
103 Discover potential solutions to &mily problsns. 3.9 0.78 
Ihcrease cultural mderstanding 3.8 
106 Develop care and concern about family well-being. 3.9 0.79 
109 Respect for diverse opinions. 3.8 0.77 
108 Develop insights into other societies. 3.8 0.82 
111 Understand the different traditions and customs. 3.8 0.81 
110 Respect for cultural diversity. 3.8 0.79 
107 Develop care and concern about social well-being. 3.7 0.85 
Develop lUeratare appreciation 3.4 
126 Develop ability to select good books. 3.7 0.89 
125 Cultivate life-long readers. 3.6 0.95 
124 Analyze literature for character, plot, setting, etc. 3.3 0.96 
123 Appreciate a variety of metaphors in literature. 3.2 0.91 
122 Foster the literary spirit of inquiry. 3.1 0.89 
Improve learners' bmgpage abifiiies 3.1 
97 Improve students' reading ability. 3.2 0.94 
99 Improve students' listening coaqnchensiotL 3.1 0.90 
98 inqnove students' writing ability. 2.9 0.93 
" Rating scale: 1 = none, 2 = less, 3 = some, 4 = much, 5 = veiy much. 
In general, the teachers tended to place more emphasis on enhancing learners' 
development, increasing learning home economics and cultural urukrstanding. However, 
developing literature appreciation and improving learners' lang^ge abilities were rated as 
less emphasis in teachers' responses. 
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Perspectives regarding the possible barriers 
The mean scores of the four factors, including 11 items, are presented in Table 4.17 
regarding if teacho-s will likely encounter the barriers listed when using Iherature to teach 
home economics. The lower the score, the more likely the barrier would be encountered. 
When comparing the mean scores of the four factors, the &ctor of conflicts regarding 
teaching (mean = 2.6) was some^ n t^ higher than the other three factors: library limitations 
(mean = 2.5), literature limitations (mean = 2.4), and teachers' limitations (mean = 2.4). All 
the ]&ctors concerning the possible barriers were rated as "somewhat likely" or "uncertain" to 
be encountered. 
The mean responses to items in the factor of conflicts regarding teaching ranged from 
2.5 to 2.6; 2.2 to 2.8 in librcay limitations-, 2.3 to 2.5 in literature limitations', and 2.2 to 2.5 
in teachers' limitations. In other words, the teachers indicated they would likely encounter 
the barriers listed, especially the barriers pertaining to teachers limitations and to literature 
limitations, such as lack of preparation for teaching literature and lack of access to a wide 
range of books, as well as having difficulty finding appropriate literature. 
Beliefs in teaching home economics via literature 
The mean scores of this fector, including five items, are presented in Table 4.18 when 
regarding the teachers' beliefs in teaching home economics via literature. The teachers' 
beliefs in teaching home economics via literature were rated as agree, with the mean of 3.7, 
and the mean responses to items ranged from 3.6 to 3.9. The teachers tended to agree that (a) 
appropriately selected literature can be used to improve the quality of teaching home 
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Table 4.17. The teachers' perspectives regarding possible barriers 
Item 
Mean® 
Standard 
No. Factor deviation 
Conflicts regardaig teaching 2.6 
141 Coofilict between teaching literature as imaginative e^qperience and as 2.6 0.95 
information about literature. 
140 Conflict between teaching literature and teaching home economics. 2.6 1.05 
143 Conflict between infcxmation accuracy and ait value. 2.5 1.00 
142 Conflict between teacher's and students' interpretatiorL 2,5 0.96 
Libniiy timitiitions 15 
137 Lack of connection between teachers and librariaa 2.8 1.16 
133 DifEculty of cheddng out books in library. 2.6 1.17 
134 Lack of a wide range of bodts to be usable. 2.2 0.97 
Literature limitations 2.4 
131 Lack of readable literature fOT adolescents. 2.5 0.99 
132 Di£5culty of finding apixopriate literature. 2.3 1.05 
Teadiers'limltatinis 2.4 
127 Lack of literature appreciaticm. 2.5 1.02 
128 Lack of preparation for teaching literature. 2.2 0.91 
 ^Rating scale; 1 = very likely, 2 = somewhat likely, 3 = uncertain, 4 = somewhat unlikely, 5 = vejy unlikely. 
Table 4.18. The teachers' perspectives on belief in teaching home economics via literature 
Item Standard 
No. Factor Nfcan  ^ deviation 
Beliefs 3.7 
39 Appropriately selected literature can be used to inqirove the quality of 3.9 0.65 
teaching home economics. 
41 It is possible to use literature in my home ec(xiomics class. 3.8 0.65 
40 I would like to teach home economics via literature in the future. 3.7 0.73 
42 Students will be interested in reading literature related to home economics. 3.7 0.76 
43 Using literature in teaching home economics will promote the status of 3.6 0.93 
home economics in the school curriculum 
® Rating scale: 1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree. 
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economics; (b) teaching home economics via literature is not only possible but also is a 
method the teachers would like to do and one in which the students would be interested; and 
(c) it will promote the status of home economics in the curriculum. 
An item, I have used literature in teaching home economics, was deleted because it 
was not fit the fector. However, it reflects the teachers' behaviors toward using literature to 
teach home economics. The data shows that 6.0% of the teachers indicated strongly disagree, 
30.7% indicated disagree, 28.8% indicated neutral, 31.2% indicated agree, and 3.3% indicated 
strongly agree. In general, approximately one-third of the teachers have used literature in 
teaching home economics. 
Information Regarding Literature 
This section describes the teachers' responses to items 144, 145, and 146. The first 
two items were open-ended statements. Teachers were asked to list the titles and authors of 
the three most popular literature pieces, as well as three examples of literature that are 
&vorites of students and that pertain to home economics. Thirty percent of the teachers gave 
responses regarding the most popular literature pieces, and 21.7% of the teachers provided 
information about the students &vorite literature. In total, 166 responses giving titles to item 
144 and 121 responses giving titles to item 145 that were used in analysis. 
The three most popular literature pieces the teachers listed included classical 
masterpieces, current popular works, and magazines and newspapers. The Chinese classical 
masterpiece most fi-equently listed by the teachers was Red Chamber Brecon, a great Chinese 
novel by Tsaur Shyuee-chim of the Ching Dynasty. The two most popular famous western 
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classical works teachers most frequently listed were Little Women and Gone with the Wind. 
Works of contemporary Chinese writers that the teachers listed were (1) Lin Liang's 
The Small Sun and The Harmonious Human life-, (2) Liang Shih-Chiu's Ya-sha-shiao-pin and 
The Enlightenment of Radish Soup; (3) Liu Yung's Identifying Yourself, Creating Yourself, 
Beyond Yourself, and Chat of the New Yorker; (4) Buddha Master Cheng-yen's A Gathering 
of Contemplation as well as Trivial Dust and Heart Lotus; (5) Lin Ching-hsuan's The News 
from Inside Heart and A Saying Changes the Whole Life; and (6) Ma Yi-kung's Full Score 
Mother, No Poison House, and Environmental Protection ABC. The first two contemporary 
woiks are the works of senior and &mous writers that touch human minds by portraying 
human experiences with humor and a gentle, relaxed, and lively writing style. The third are 
the works of a middle>aged popular writer that focuses on encouraging youth to strive for 
self-actualization. The fourth and the fifth are works by two &mous and popular Buddhists. 
Their worics about the purification of the human spirit have become best-seller publications. 
The last are works about environmental protection, and these tend to be informational. 
Popular contemporary works of western writers that the teachers listed were; (1) Leo 
F. Buscaglia's^ om for Love and Love, Beliefs, and Lives, (2) Brian L. ^ Mass's Many Lives, 
Many Masters, and (3) Dale Carnegie's Haw to Win Friends and Influence People. The 
magazines most frequently listed by the teachers were Consumer's Report, Family Magazine, 
Women's Magazine, and Reader's Digest. Newspaper articles also were listed by teachers as 
usefiil in teaching home economics. These articles focus more on &mily and marriage, 
parenting, self identity, communication, interpersonal relationships, food and nutrition, weight 
loss, and health care. Literature of this type must be carefiilly reviewed and evaluated before 
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being used in teaching. 
Students' favorite categories of literature as indicated by the teachers were somewhat 
similar to the most popular literature described previously. For instance, Red Chamber 
Dream was the most frequently mentioned; also mentioned frequently were Lin Liang's The 
Small Sun; Liang Shih-chiu's Ya-sha-shiao-pin; and Liu Yung's Identrf^ ng Yourself, Creating 
Yourself, and Beyond Yourself In addition, the teachers indicated another Chinese classical 
work that was a student favorite. Journey to the West. This novel describes Buddha Master 
Hsuan-tsang of the Tang Dynasty and his three disciples—a monkey, a pig, and a shark—and 
their journey to India in order to study and bring Buddha Sutra back to China. According to 
the teachers' responses, the works of current writers preferred by students are humorous, 
comical, warm and sweet, and especially touching the minds of adolescents. For example, 
Chang Ta-chuen's The Diary of the Youth Ta-tou-chuen was one of the favorite works of 
adolescents. The teachers also responded that adolescents tended to prefer narratives that 
focus on youth rather than on characters in other phases of the life cycle. As Smith and 
Johnson (1993) depicted, using narrative texts with yoimg protagonists provide a context of 
prior knowledge with which students may identify. Thus, students begin to understand and 
assimilate different world viewpoints and gain more complex knowledge. 
With regard to types of literature, teachers were asked to indicate three types of 
literature they thought were most appropriate for teaching home economics at the junior high 
school level. Table 4.21 presents the frequencies of206 teachers' responses to each type. 
The highest frequencies among types were short stories (198), followed by essays (137), 
novels (99), autobiographies (61), and poetry (27). Short stories and essays were the most 
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frequently chosen by the teachers. These responses were consistent with the responses to 
items 144 and 145. In those two items, most of the teachers' responses tended to be in favor 
of short stories or essays. Sixteen teachers offered responses of other categories they thought 
could also be used as resources in home economics: caricature, i^les, jokes, news reports, 
incident reports, television-play, or movies. 
Table 4.19. Frequencies and percentages of teachers' responses to types of literature that 
are appropriate for teaching home economics (N = 206) 
Type of literature Frequencies Percentage 
Short stories 198 %.l 
Essays 137 66.5 
Novels 99 48.1 
Autobiographies 61 29.6 
Poetry and poem 27 13.1 
Others 16 7.8 
Based on the preceding analyses, the literature identified as resources that could be 
used by home economics teachers included not only literaiy works but also articles or reports 
in newspapers and magazines. Short stories and essays tended to be considered appropriate 
for use as resources in home economics. However, about 70% of the teachers did not 
respond to these two items. Therefore, these results may not be sufficient for making 
inferences. 
Summary of the Findings 
The professional profile of the teachers describes the teachers' educational 
background, teaching experiences, and teaching loads. Nearly 94% of the teachers had a 
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professional background in home economics, and 61% of the teachers held bachelor's or 
advanced degrees. With r^ard to teaching experiences, the teachers were representative of 
having diverse age groups and years of teaching experience. In relation to teaching loads, 
one-third of the teachers were flill-time home economics teachers who were solely responsible 
for teaching home economics. The other two-thirds of the teachers might have had other 
responsibilities or classes in addition to home economics. 
The data in three institutional characteristics prolBle including location of the school, 
number of students, and number of school classes indicated the teachers were drawn from 
institutions that were diverse in location and size. ApproTdmately 60% of the teachers did not 
respond to the item regarding the number of books in the school libraiy \^ch may imply the 
teachers were not familiar with the resources available in their school libraries. This could be 
an obstacle when implementing the model developed in this study. About one-third of the 
teachers indicated their schools did not offer any extracurricular activity related to literature. 
A reading club was the most frequently provided response, this was followed by school 
journalism club, poetiy appreciation, writing club, and recitation club. 
The factor analysis indicated that the instrument is a valid tool for use m an 
exploratory study for gathering information about teachers' perspectives toward teaching 
home economics through literature. The data regarding the cumulative percentage of variance 
in seven scales of the factor analysis ranged from 49% to 72%. Reliability in terms of 
Cronbach's alpha reliabilities ranged from .61 to .94 for 22 factors. These results are sufiScient 
to support the sample items in the instrument as reliable. 
The findings based on the results of the study are summarized as follows; 
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The teachers agreed that the narrative Go Shopping for Bread could be usefiil in 
developing the listed concepts and generalizations related to food purchasing. 
The teachers agreed that the listed activities and questions could be used to develop 
the concepts and generalizations. 
The teachers agreed that both teachers' evaluation procecbtres/behaviors and records 
of studerOs' behaviors could be used to evaluate the outcomes of using literature to 
teach home economics. 
In relation to the content of home economics in the 1994 revision of National 
Curricular Standards in Taiwan, items under famify and indtviduals were rated as 
important; there was a high degree of agreement that this content can be taught via 
literature. In contrast, most items under food and eating, handicrqfts, or clothing and 
textiles were rated as important, but there was less agreement that these could be 
taught via literature. 
The teachers identified that student-oriented and home economics-centered criteria 
were more impoitaxit than the criteria of literature-oriented and school/family 
environment for selecting literature. 
The teachers tended to emphasize enhancing learners' development, increasing 
learning home economics, and increasing cultural understanding as the purposes of 
teaching home economics via literature. In contrast, they placed less emphasis on 
developing literature appreciation and improving learners' language abilities. 
The teachers indicated they would likely encounter barriers such as teachers* 
limitations, literature limitations, library limitations, and conflicts regarding 
I l l  
teaching. 
The teachers agreed to the possibility of using literature to teach home economics. 
In three categories of literature related to home economics, the most popular/students' 
favorite, and most frequently listed by the teachers were; classical masterpieces, 
current popular works, and magazines and newspapers. 
As indicated by the teachers, the current works of Chinese writers can be used in home 
economics tend to focus on: (a) touching human minds by portraying human 
experiences with a humorous, gentle, relaxed, and lively writing style; (b) encouraging 
youth to strive for self-actualization; (c) purifying the human spirit; and (d) providing 
environmental information. 
The works of current writers the students preferred are humorous, comical, warm, and 
sweet, especially those that touch the minds of the adolescents. 
Two popular and classical Chmese masterpieces indicated by the teachers were; Red 
Chamber Dream and Journey to the West. 
Short stories and essays were recognized as the types of literature that could be used 
as resources in home economics. 
The teachers suggested that Uterature could be literary works or informational reports. 
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CHAPTER 5. DISCUSSION, CONCLUSIONS, LIMITATIONS, 
AND RECOMMENDATIONS 
This study was undertaken to obtain information about teachers' perspectives toward 
teaching home economics through literature. The four objectives of this study were (a) 
develop a conceptual framework for using literature to teach home economics; (b) develop an 
instrument based on the conceptual framework; (c) identify Taiwanese junior high school 
home economics teachers' perspectives toward teaching home economics via literature; and 
(d) describe information about literature provided by teachers. The conceptual framework 
and the instrument that were developed were presented in chapter three. The factor analysis 
of the instrument, findings of the teachers' perspectives toward using literature to teach home 
economics, and information about teachers' responses to literature were reported in chapter 
four. The purpose of this chapter is to discuss the findings, draw conclusions, and make 
recommendations for practice and for further research, based on the results of this study. 
Discussion 
This section focuses on the discussion of the findings of the study. A review of the 
instrument, the findings based on analysis of the descriptive data, and the conceptual 
framework are presented. 
The instrument 
The instrument inchided items regarding an example developed based on the 
conceptual framework, the content of home economics, the criteria for selecting literature, the 
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purposes of teaching home economics via literature, possible barriers to be overcome, and 
beliefs in teaching home economics via literature. Profiles of the teachers and the institutions 
at which th^ teach also were included. 
Factor analysis indicated that this instrument can be a tool used in an exploratory study 
for gath^ing information about teachers' perspectives toward teaching home economics via 
literature. The data regarding the cumulative percentage of variance in seven scales of the 
&ctor analysis ranged fi-om 49% to 72%. Reliability, in terms of Cronbach's alpha reliabilities, 
ranged firom .61 to .94 for 22 Actors. These results are su£5cient to support the sample items 
in the instrument as reliable. 
The choice to use questionnaire and conduct a miail survey resulted in a few limitations 
common to most surveys which could not be avoided. For example, as this conceptual 
fiumework involves a wide range of related ideas in teaching, the instrument could not 
sufficiently present the whole model to the teachers. Repeated validation of the instrument, 
however, may help to provide continued assurance of the validity of the instrument and how it 
can be improved. This instrument provided an overview of teachers' perspectives toward 
teaching home economics via literature as well as contributed to the gathering of empirical 
data in this area of study. 
Teachers* perspectives 
The fourteen findings presented in the preceding summary of the findings are used in 
the following discussion. The teachers' perspectives are presented in the following order; the 
content of home economics, literature, learning activities or experiences, evaluation, purposes. 
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possible barriers and beliefs. 
The first finding indicates that the narrative Go shopping for bread could be usefiil in 
developing the listed concepts and generalizations related to food purchasing based on the 
teachers' responses. Food purchasing is a term, concept, or unit related to home economics, 
while Go shopping for bread is a short essay that is a type of literature. A discussion of 
findings regarding literature (4, 9 to 14) may be shown that the teachers agree the content of 
home economics can be taught via literature and/or literature can be used to teach home 
economics. Although the teachers agreed the narrative Go Shopping for Bread could be used 
to develop the listed concepts and generalizations, they may or may not acknowledge the 
concepts to be developed are appropriate for society. 
The content of home economics These findings indicates the content related to 
family and individuals in the 1994 revision of National Curricular Standards were judged 
important and that there was a high degree of agreement that these could be taught via 
literature. Although the content regarding^btJt/ and eating, handicrafts, or clothing and 
textiles were rated as important; there was less agreement that these could be taught via 
literature. This evidence may imply the teachers tended to perceive that home economics 
courses regarding family and individuals could be taught via literature. This implication is 
consistent with Klemer and Smith's (1975) assertion that a great variety of family settings can 
be visited through literature and the study of human behavior in a story can be used to 
generalize about individual behavior. 
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Literature Six findings are related to literature. Short stories and essays, whether 
they are literary works or informational reports, could be used as resources in home 
economics (findings 13 and 14). Three categories of literature related to home economics are 
classical masterpieces, current popular works, and magazines/newspapers (finding 9). The 
works of literature suggested by the teachers to be usefiil in teaching home economics tend to 
be (a) touching human minds by portraying human experiences with a himiorous, gentle, 
relaxed, and lively writing style; (b) encouraging youth to strive for self-actualization; (c) 
purifying the human spirit; and (d) providing environmental information (finding 10). The 
works of literature that teachers indicated students' prefer are humorous, comical, warm, and 
sweet, especially those that touch the minds of the adolescents (finding 11). Based on these 
findings, the teachers tended to agree that literature, whether literary works or an 
informational reports, can be used as long as it is significant to the adolescents and home 
economics education. The integration of fiction and nonfiction through the curriculum has 
been justified based on the ideas of Barone et al., (1995), Doiron (1994), Rosenblatt (1991, 
1993), and Smith (1991). Thus, both literary works and informational reports could be used 
to teach home economics. 
The finding indicates that two popular and classical Chinese masterpieces. Red 
Chamber Dream and Journey to the West, were identified as related to home economics by 
the teachers. In addition, the teachers identified use of traditional classics (item 87) as 
somewhat important. It would be interesting to examine the significance of these two 
classical volumes in home economics based on their popularity and classical stature. 
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In terms of the importance of the four criteria for selecting literature, the teachers 
indicated that the items related to criteria for selecting literature using the factors of student-
oriented and home economics-centered are more important than the factors of literature-
oriented and school/parents-centered (finding 5). It is reasonable that student-oriented and 
home economics-centered criteria are more important because the selected literature will be 
used for teaching home economics through students' participation in interactive dialogues, 
interpretations, and value judgments. Literature selected for use must be consistent with the 
students' ability to comprehend and satisfy their needs for multidimensional information. The 
literature also must be related to the purposes of home economics education at the junior high 
school level in Taiwan. However, the teachers identified that criteria are important, but these 
may not guarantee they know how to apply or use these criteria in practice. For instance, the 
idea of student-oriented literature selection may be the result of taking action by students 
themselves, the teacher, or the teacher and the students. Therefore, subsequent procedures 
related to selecting literature and providing programs for &cilitating teachers' ability to select 
appropriate literature are necessary. 
Learning activities and experiences The finding indicates that in teachers' 
responses to the example, they tended to agree that the listed activities and questions could be 
used to develop the concepts and generalizations (finding 2). These activities and questions 
included expressing opinions, drawing conclusions, empathizing with others, and selecting 
food. Basically, these activities and questions were designed to stimulate discussion based on 
the idea of concept-oriented reading instruction (Grant et al., 1994X the efiferent and aesthetic 
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reading approaches (Rosenblatt, 1991, 1993), the empathetic approach (BClemer & Smith, 
1975; Vetlesen, 1994), as well as the selected content area and literature. The development 
and implementation of these types of activities and experiences are interrelated with the 
teachers' identification of their roles, as well as with their knowledge and abilities to relate 
with dealing with interactive dialogues, interpretations, and value judgments. The finding may 
imply that the teachers tended to agree that activities and questions such as expressing 
opinions, drawing conclusions, and empathizing with others could be used to develop the 
listed concepts and generalizations based on the selected content area and narrative. It may be 
necessary to help teachers develop the concept-oriented reading approach, the efferent and 
aesthetic reading approaches, the empathetic ^proach, and approaches related to dialogue, 
interpretation, and judgment. 
Evaluation The finding indicates that in the teachers' responses to the listed 
mformation or procedures for evaluation, the teachers agreed that both teachers'evaluation 
procedures/behaviors and records of students' behaviors could be used to evaluate the 
outcomes of teaching home economics via literature (finding 3). Basically, the listed 
information or procedures were designed based on the idea of authentic assessment. As the 
portrayal of the conceptual fi-amework mentioned, evaluation will be a process within 
interactive feedback through discussion and dialogue. The teacher will play a role as a key 
person in the evaluation but not as the exclusive evaluator. The finding may imply that the 
teachers tended to agree that authentic assessment could be used to evaluate the outcomes of 
teaching home economics via literature. It may be necessary to help teachers develop 
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knowledge and strategies toward use of authentic assessment in order to implement this 
conceptual firework. 
Purposes Regarding how strongly teachers emphasize the purposes of usmg 
literature to teach home economics among five purpo^, the teachers tended to emphasize 
enhancing lecmters'development, increasing the learning of home economics, and increasing 
cultural understanding rather than developing literature cppreciation and improving 
learners' language abilities (finding 6). Enhancing learners' development is a general 
purpose of education. Increasing the learning of home economics is the main purpose of 
home economics education. Increasuig cultural understanding is also a general purpose of 
education in the current diverse global society. Therefore, this type of ideology is viable and 
productive. The teachers especially emphasized that stimulating students' unagination, 
problem-solving ability, diverse perspectives, creativity, and value judgment will enhance 
learners' development. This kind of emphasis would be significant in achieving the purposes 
of home economics education in Taiwan. The purposes of home economics education in 
Taiwan include technical and practical interests. The teachers' responses showed that they 
were not placing much emphasis on the two purposes, developing literature cqppreciation and 
improving learners' language abilities. According to Sloan (1991), literature appreciation 
camiot be directly taught because it begins with experiences with literature and with personal 
response to it. Sloan also noted that improving language abilities may simultaneously occur 
through interaction with well-written literature. 
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Possible barriers and beliefs In spite of their awareness of possible barriers 
(finding 7), the teachers tended to agree that the possibility of using literature to teach home 
economics and support that; 
1. appropriately selected literature could be used to improve the quality of teaching home 
economics; 
2. students would be interested in rea^g literature related to home economics; and 
3. using literature in teaching home economics will promote the status of home 
economics in the school curriculum. 
Based on these perspectives, &cilitating implementation of using literature to teach 
home economics m Taiwan will be necessary. However, the teachers were not sure that they 
could successfully deal with conflicts between teaching literature and teaching home 
economics. This phenomenon reveals that the teachers will need help in this process. 
The conceptual framework 
Based on the discussion presented in the previous section, the teachers generally 
agreed to the use of the example of using literature to teach home economics as it was 
presented to them. Due to the limitations of this exploratory study, the teachers were unable 
tc be introduced to the holistic idea of the conceptual framework. Review of the implications 
and challenges of implementing the conceptual framework will be beneficial to fiirther study. 
The conceptual framework refers to two implications. First, it reflects home 
economics as an interdisciplinary subject and as being different from the other exploratory 
subjects. As described previously, home economics has been separately taught as six content 
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areas at the junior high school level in Taiwan. In that situation, home economics had no 
uniqueness such as mathematics or biology as an academic subject for exploration. The 
concptual framework developed by the researcher incorporates concept-based and literature-
based approaches into teaching home economics. The concepts to be developed are based on 
the Curricular Standards and the issues or problems facing the students, as well as social 
concerns. These concepts relate to the family and the larger environment where people live as 
well as connect home economics and the students' daily lives. Using literature can stimulate 
discussion about real life problems that promotes interaction with "real" literature and "real" 
people. This process provides multiple possibilities and/or interpretations along with the 
likelihood of generating rational and moral meanings. Thus, if the teaching is well 
implemented based on the conceptual framewoiic, a home economics education program 
integrating literature will provide the means for an authentic integrative curriculum that 
incorporates l^mily-environment, personal-social concerns, learning-living, real-vicarious 
experiences, and technical-practical rationality, as well as providing knowledge of home 
economics and human e^qperiences. 
Second, if the teaching is well implemented based on the conceptual framework, the 
learners will be active participants in their oAvn learning and the creators of knowledge. 
Students in this conceptual framework employ dialogue and participate in decision-making 
related to their learning; therefore, this model could help adolescents explore self and social 
meanings at this important time in their lives. It could also help students develop respect for 
one another, honor diversity, and become firmly grounded in democracy. Dialogue and 
literature could &cilitate the development of a life-like and lively learning environment. 
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providing students with opportunities to integrate knowledge with values, morals, and 
emotion. In addition, this conceptual framework could meet the needs of male and female 
students because th^ are active in both the selection and discussion of literature related to 
home economics education. Finally, this conceptual framework focuses on successive 
interactive dialogues which provides students opportunities to develop their abilities to 
organize, inquire, and recreate their own concepts and reflection. As referred to in the review 
of literature, these attributes of curriculum integration demonstrate that the conceptual 
frameworic not only benefits students but also may be educationally significant. The 
conceptual fiamewoik: endeavors to stimulate the learner by developmg love for learning, a 
questioning mind, an attitude of inquiry, and a passion for rationality and morality. 
The most challenging part in the implementation of the conceptual firework will be 
adjusting to the shift m the teachers' role (Beane, 1992b). When implementing this conceptual 
firamework, teachers are encouraged to serve as guides, &cilitators (Beane, 1992b), and 
initiators (Goodman, 1992), as well as motivators and mentors (Sloan, 1991) through 
selecting concepts, generalizations, and life problems as well as planning learning activities to 
meet the needs of the learners. In addition, teachers are also encouraged to not only allow 
students to express their concerns, opinions, agreement, or even contradiction without 
discrimination and interruption, but also to be fi:eed fi-om laissez &ire (i.e., without 
monitoring). Wseman (1992) asserted that teachers should view themselves as collaborators 
ui learning and as coaches and cheerleaders in interactive dialogues. 
Teachers must respect themselves as home economics teachers, and the learners as 
unique and valuable individuals. When implementing the conceptual firework, home 
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economics teachers may wonder if they are home economics teachers, literature teachers, or 
what else. Th^ must identify that they are teachers in a general sense while speciali^g in 
home economics. They must free themselves from performance as dominators or 
commanders. "The language the teacher uses in talking to learners carries the tone of his or 
her teaching and lets learners know if they are respected" (Routman, 1988, p. 32). If the 
students feel respected, they will feel secure and be able to participate in planning learning, 
discussion, and evaluation. Meanwhile, the students learn how to respect others. The 
conceptual framework becomes feasible when teachers respect themselves as home economics 
teachers and they respect the learners as unique and valuable individuals. 
As mentors or coaches, teachers should be ^miliar with home economics mid 
literature appealing to adolescents, and appreciate and demonstrate excitement about their 
choice of the literature th^ use. They should be ^miliar with discussion strategies to 
promote interactive dialogues, interpretations, and judgments. To what extent the teachers 
need help and how to help them are two critical points home economics curriculum 
administrators need to take into consideration if the conceptual framewoilc is to be 
implemented. 
Conclusions 
Curriculum integration refers to the integration of subject areas, instructional 
strategies, evaluation activities, experiences and knowledge with the objectives of general 
education and specific home economics education, in order to maximize students' learning into 
their schemes of meanings and to better solve real-world problems. Home economics is an 
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interdisciplinary subject fully invol\^g how human beings live vkrell. Literature is a 
transdiscipUnary written record combining how people live, how people think, and what 
people have done. The conceptual framework developed in this study which integrates 
teaching home economics through literature was used to develop the instrument for assessing 
teachers' perspectives to teaching home economics through literature. Based on an analysis of 
the data, the instrument is reliable and provides an overview of the teachers' perspectives 
toward using literature to teach home economics as well as contributing empirical data to this 
area of study. However, repeated examination of the instrument may be helpful to provide 
continuous assurance of the effectiveness of the instrument. 
In spite of the possible barriers one might encounter, it is possible to teach home 
economics via literature at the junior high school level in Taiwan. Home economics regarding 
families and individuals could be taught via literature. Literature could be used to teach 
home economics if it is £q)propriately selected, whether or not it is literary works or 
informational reports. The most frequent uses could be short stories and essays, while specific 
classical masterpieces also could be used to teach home economics. The more important 
criteria for selecting literature are that it would hestudent-oriented and home economics-
centered rather than literature-oriented and school/family environment. Learning activities 
and questions involve expressing opinions, drawing conclusions, empathizing with others, 
and interactive dialogues that could be used to implement concept-based and literature-based 
approaches. Authentic assessment could be used to evaluate the outcomes of teaching home 
economics via literature. The purposes of using literature to teach home economics are 
placing greater emphasis on enhancing learners' development, increasing lecoving in home 
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economics, and increasing cultural understanding rather than developing literature 
cppreciation and improving learners' language abilities. 
The uniqueness of the conceptual framework as a home economics education program 
integrating literature is to provide the means for an authentic mtegrative curriculum that 
incorporates gimily-eavironment, personal-social concerns, learning-living, real-vicarious 
experiences, and technical-practical rationality, as well as providing knowledge of home 
economics and human experiences. Using the conceptual framework could display the 
uniqueness of home economics teaching, that is if the teaching is well unplemented based on 
the conceptual framework. 
The learns will benefit from home economics classes through implementing the 
conceptual framework. Using the conceptual frameworic: can provide the learners with 
opportunities to develop their ability to organize, inquire, and recreate their own concepts and 
reflections, as well as a love for learning, a questioning mind, an attitude of inquiry, and a 
passion for rationality and morality. 
The most challenging part in the implementation of the conceptual framework will be 
adjustmg to the shift in the teachers' role as guides, &cilitators, initiators, motivators, mentors, 
coaches, and/or cheerleaders. Meanwhile, the teachers should create a democratic, 
interesting, and thoughtful climate for learning. To what extent teachers need help and how 
to help them are two critical points home economics curriculum administrators need to take 
into consideration if the conceptual firework is to be implemented. 
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Limitations 
This study refers to a conceptual framework and an instrument developed in relation 
to curriculum integration of literature and home economics, as well as the measurement of 
home economics teachers' perspectives toward teaching home economics through literature. 
The study involved a review of literature regarding curriculum integration, home economics, 
and literature along with the lack of the pivotal and empirical literature in this specific area 
somewhat reveals the limitation of this study. Pivotal literature on the mtegration of home 
economics and literature was rarely found, whereas r^orts on literature across the curriculum 
is plentiflil. The conceptual framework was transmitted through a cross-sectional mail survey 
to home economics teachers in Taiwan. Therefore, the teachers who participated in the study 
may not have had sufScient background to fully understand the conceptual framework 
through this procedure. 
Recommendations 
Using literature to teach home economics is possible at junior high school level m 
Taiwan in spite of the likelihood of encountering possible barriers. The feet that the teachers 
agreed to solely parts of the conceptual fimework may have been due to the limitation of the 
methodology used in this study. Therefore, the recommendations made by this study will 
focus on conducting further research on the conceptual framework and &cilitating its 
implementation. 
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Recommendations for research 
Based on the preceding discussion, further research was recommended. First, a field 
study of the conceptual fi'amework should be conducted based on the teachers' perspectives 
toward using literature to teach home economics to determine to what ^ent teachers need 
assistance to implement the conceptual framework as well as how to help them. This 
suggestion is based on the teachers' awareness of possible barriers that they would likely 
encounter, and the implications and challenges of the conceptual framework previously 
discussed. Second, identification should be made of the key concepts that are basic and 
worthwhile to home economics, the learners, and the society. Third, an examination should 
be made of significant literary works and informational reports which heavily are loaded in 
concepts of home economics. Fourth, subsequent studies should be conducted to assess 
methods in selecting literature in order to help teachers design a system to select appropriate 
literature. Fifth, an examination of the implication of the classics to home economics is 
necessaiy, such as studying the Red Chamber Dream and Journey to the West. Furthermore, 
an examination of the learners' attitudes or preferences to using literature to teach home 
economics could also be useful for developing appropriate programs based on the conceptual 
framework. 
Recommendations for practice 
It is necessary to develop new programs in response to the teachers' awareness of 
barriers that could be encountered as the conceptual framework is implemented. First, 
literature discussion groups should be established for teachers through organizing teacher 
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book clubs. Book clubs provide an intellectual social forum where people share ideas, 
thoughts, feelings, and reactions to a piece of literature (Flood & Lapp, 1994). It will be 
effective for reinforcing teachers' abilities and interests in teaching home economics through 
literature. Second, offering pre-service and in-smice home economics teacher education 
programs are important to the successful teaching home economics through literature. These 
programs should focus on helping teachers to acknowledge and develop the concepts related 
to home economics and good for society, apply or use the criteria for selecting literature, 
develop the concept-based and literature-based approaches, the efferent and aesthetic reading 
approaches, empathetic approach, and the other related approaches related to dealmg with 
dialogues, interpretation, and judgment. In addition, it is important to acquire knowledge and 
develop strategies for the effective use of authentic assessment to evaluate implementation of 
the conceptual framework. Third, it is necessaiy to establish a network for providing and 
exchanging information about teaching home economics through literature. This network may 
provide information services, hot-line counseling or other necessary assistance. Finally, it is 
necessaiy to connect literature-related extracurricular activities into home economics classes. 
Home economics cannot be isolated from these extracurricular activities if the conceptual 
framework is to be strengthened, facilitated, and fiilly implemented. 
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TEACHING HOME ECONOMICS THROUGH LITERATURE 
Parti: 
Directions: Use tlie following summaiy of the short essay Go Shopping for Bread by Eya (1989), 
in responding to the next items. The imit to be taught is food pureeing. 
The character of this narrative is a very handsome you  ^man \^ o looks Uke a senior hi^  school 
student The setting is a bakeiy where he is shopping. Ine author by chance obsen^es that this 
youn  ^man continuous  ^picks up and puts back br  ^and cake. Tms shows his inability to make 
a decision as to vdiether to choose bre  ^or cake. The author ennesses surprise regarding this 
behavior. 
To what extent do you agree or disa^ee that this narrative can be used to develop the 
following concepts and generalizations in reMon to home economics? Using the key to the right, 
please circle the number that reflects your response. 
l=Strongly disagree 
2=Disagree 
3=Neutral 
4=Agree 
S=Stronglv agree 
1. Food sanitation 1 2 3 4 S 
2. Food preference 1 2 3 4 5 
3. Decision-making in purchasing food 1 2 3 4 5 
4. Factors that impact on food selection 1 2 3 4 5 
5. Choice bemg more difBcult as the number of options increases 1 2 3 4 5 
6. Non-nutritional as well as nutritional factors play important roles 1 2 3 4 5 
in food selection. 
7. Perception of availability and/or scarcity of resources afifects 1 2 3 4 5 
choices. 
8. Individual values are important criteria for decision-making. 1 2 3 4 5 
9. The more accurate one's perception of personal values, the easier 1 2 3 4 5 
it is to make choices. 
10. Consumer choices are determined by marketing practices, prices, 1 2 3 4 5 
food quality, family traditions, and/or mdi\'iduS[ preferences. 
11. Others (list) 
PaitO: 
Directions: To what extent do you agree or disagree that the following questions and/or activities 
can be used to stimulate discussion regarding the concepts and generdu^ons described in Part I? 
Using the key to the right, please circle the number that reflects your response. 
l=Strongly disagree 
2=Disagree 
3=Neutral 
4=Agree 
5=Stronglv agree 
12. What are your concerns regarding sanitation when you 
purchase ready-to-eat food such as bread? 
13. Compare the nutrients of the four styles of bread or cake 
that are selected by the character. 
14. How do people develop their own food preferences? 
15. Are food preferences conducive or detrimental to food selection? 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
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16. How do you feel about the character's behaviors? 1 2 3 4 5 
17. Would you be able to 0q)lain the character's behaviors from 1 2 3 4 5 
your own DCTspectives? 
18. :rat yourself in place of the young man and decide how 1 2 3 4 5 
you would react or behave m that situation. 
19. Ifyou would have behaved differently, determine what in 1 2 3 4 5 
your own background would have caused this difference. 
20. What would you suggest the young man do now? 1 2 3 4 5 
21. How will the future of this young man be affected if he 1 2 3 4 5 
doesn't change his type of decision-making? 
22. Under what circumstances would you feel it is difiBcult to 1 2 3 4 5 
make a decision? 
23. Do you agree with the author's response to the young man? Why 1 2 3 4 5 
or why not? 
24. Based on our in-class discussion, please conchide the factors 1 2 3 4 5 
affecting decision-making in food selection. 
25. Could you apply your conclusion to other purchases? 1 2 3 4 5 
26. Descnbe your own philosophy of decision-making in 300 words 1 2 3 4 5 
or less that is due at the next class meeting. 
27. Others (list) 
Paitni: 
Directions: To what extent would you agree or disa^ee that the following information or 
procedure can be used to evaluate your teaching and the students' learning home econonucs via 
literature. Please circle the number that reflects your response. 
l=Strongly disagree 
2=Disagree 
3=Neutral 
4=Agree 
5=gtrQng|y agree 
28. Observe and rate students' ideas as expressed in class. 
29. Document students' conversations in class. 
30. Document the key points of students' answers to questions. 
31. Student notebooks 
32. Student portfolios 
33. Homeworic 
34. Test scores regarding the theme of discussion 
35. Frequencies of students who check out books from library 
36. The records of absenteeism in home economics class 
37. Others (list) 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
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Part IV: 
Directions: To what ©rtent do you agree or disagree with the following statements? 
38.1 have used literature in teaching home economics. 
39. ^propriately selected literature can be used to improve the 
quaUty of teaching home economics. 
40.1 would like to teach home economics via literature in the future. 
41. It is possible to use literature in my home economics class. 
42. Students will be interested in readmg literature related to 
home economics. 
43. Using literature in teaching home economics will promote the 
status of home economics in the school curriculum. 
l=Strongly disagree 
2=Disagree 
3=Neutral 
4=Agree 
5=Strongly agreg 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
PartV: 
Directions: Below are 33 themes of home economics that have been identified in the 1994 revision 
of curriculum standards in Taiwan. Please indicate (1) how important you think each theme is in 
your teaching and (2) to what extent you agree or disagree th^ each theme of home economics 
can be taught through literature. Circle the number that reflects your response for each item. 
44. Home economics and me 
45. The importance of family to self 
46. Establishing harmonious family relations 
47. Managing tmie, money, and household 
chores 
48. Coping with family change and crisis 
49. Recognizing own appearance 
50. Maintaining personm hygiene 
51. Maintaining graceful posture 
52. Proper manners and oecorum 
53. Family living environment 
54. Family leisure and recreation 
55. Appreciating traditional handicrafts 
56. Gardening, pot-planting, and flower 
arrangement 
57. Leanung paper-cutting and paper design 
58. Learning te?^e fibers 
59. Fabric construction 
60. The use of textiles in daily life 
l=Not important 
2=Little 
important 
3=Somewhat 
important 
4=Important 
5=Verv important 
l=Strongly 
disagree 
2=Disagree 
3=Neutral 
4=Agree 
5=Stronplv agree 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
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61. Clothing for youth 
62. Fabric labelling 
63. Purchasing clothing 
64. Taking care of clothing 
65. Basic sewing and its application 
66. Eating habits and daily life 
67. Table manners 
68. Nutritional needs and recommended 
intakes 
69. Diet and self 
70. Diet and body weight 
71. Food selection, preservation, and cooking 
72. Food processing 
73. Designing simple meals 
74. Food labelling 
75. Use and safety of kitchen utensials 
76. Safety of ready-to-eat foods 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
1 2 3 4 5 1 2 3 4 5 
Part VI; 
Directions; When literature is used to teach home economics, how important are the following 
criteria in selecting the literature? Circle the number that reflects your response, using the 
following categories. 
l=Not important 
2=Little important 
3=Somewhat important 
4=Important 
5^ =Verv important 
77. Match the objectives of content to be taught. 1 2 3 4 5 
78. Consider time allocation for the home economics class. 1 2 3 4 5 
79. Allow for the number of students in a home economics class. 1 2 3 4 5 
80. Address the syllabus of the home economics course. 1 2 3 4 5 
81. Use controversial topics. 1 2 3 4 5 
82. Reflect the mde level of students. 1 2 3 4 5 
83. Reflect stuo^s' interest. 1 2 3 4 5 
84. Refer to students' linguistic proficiency. 1 2 3 4 5 
85. Address students' comprehensive ability. 1 2 3 4 5 
86. Avoid negative effects on students' emotions. 1 2 3 4 5 
87. Use the traditional classics. 1 2 3 4 5 
88. Consider contemporary woiics and background. 1 2 3 4 5 
89. Provide diversifira cultural perspectives. 1 2 3 4 5 
90. Select best-seller books. 1 2 3 4 5 
91. Provide multidimensional information. 1 2 3 4 5 
92. Consider opinion of community pressure groups. 1 2 3 4 5 
93. Consider parental censorship. 1 2 3 4 5 
94. Refer to teacher personal familiarity with the selections. 1 2 3 4 5 
95. Consider the school's policy for selecting books. 1 2 3 4 5 
96. Consider the services available fi'om the school library. 1 2 3 4 5 
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Part Vn: 
Directions; If literature is used to teach home economics, to what ©ctent would you focus on the 
following purposes? Please circle the number that reflects your response, using me key below. 
l=None 
2=Less 
3=Some 
4=Much 
5=Vervmuch 
97. Improve students' reading ability. 
98. Improve students' writing ability. 
99. Improve students' listening comprehension. 
100. Provide students with opportunities to express ideas. 
101. Understand author's intention. 
102. Enhance students' interest in learning home economics. 
103. Discover potential solutions to Iknify problems. 
104. Enrich the basic content of home economics. 
105. Infuse ideas in literature into the contrat of home economics. 
106 Develop care and concern about family well-being. 
107. Develop care and concern about social well-being. 
108. Develop insi^s into other societies. 
109. Respect for diverse opinions. 
110. Respect for cultural (^ersity. 
111. Understand the different traditions and customs. 
112. Pursue philosophy of daily life. 
113. Develop a sense of empathy for aU beings. 
114. Enhance problem-solvmg wility. 
115. Facilitate students' imagination. 
116. Nurture students' creativity. 
117. Develop conflict resolution ability. 
118. Foster critical thinking ability. 
119. Cultivate students' socio-ethical consciousness. 
120. Develop more diverse perspectives. 
121. Foster abili^ to make value judgments. 
122. Foster the literary spirit of inquiry. 
123. ^predate a variety of metapnors in literature. 
124. AnMjze literature for character, plot, setting, etc. 
125. Cultivate life-long readers. 
126. Develop ability to select good books. 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 
2 3 
2 3 
2 3 
2 3 
4 5 
4 5 
4 5 
4 5 
4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2 3 
2 3 
2 3 
2 3 
2 3 
4 5 
4 5 
4 5 
4 5 
4 5 
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Part Vni: 
Directions: Below are some common barriers to the use of literature in teaching home economics. 
Please circle how likely you are to encounter these obstacles, using the following key to indicate 
your response. 
l=Very likely 
2=Somewhat likely 
3=Uncertain 
4=Somewhat unlikely 
S=Verv unlikely 
127. Lack of literature appreciation. 
128. Lack of preparation for teaching literature. 
129. Lack of time to iSnd appropriate literature. 
130. Lack of time to discuss literature in depth. 
131. Lack of readable literature for adolescents. 
132. DifBculty of finding appropriate literature. 
133. Difficulty of checking out books in library. 
134. Lack of a wide range of books to be usable. 
135. Lack of time to evaluate learning outcomes. 
136. Liability to deal with evaluation. 
137. Lack of connection between teachers and librarian. 
138. Students' resistence to reading literature. 
139. Parents' worry that literature may pollute students' mental 
health. 
140. Conflict between teaching literature and teaching home 
economics. 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
141. Conflict between teaching literature as imaginative 
experience and as information about literature. 
142. Conflict between teacher's and students' interpretations. 
143. Conflict between information accuracy and art value. 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
Part IX: 
144. Please list the tities and authors of the three most popular literature pieces related to 
home economics, based on your opinion. 
m 
(3) 
145. Based on your understandii^ list the titles and authors of the three literature pieces related 
to home economics that are students' favorites. 
1^ )^ (3) 
147 
146. Please circle the three types of literature in the following list that you think are most 
appropriate for teaching home economics at the junior high school level. 
(1) Novels 
(2) Autobiographies 
(3) Essays 
(4) Poetry and poem 
(5) Short stories (6) Others (Please list) 
147. For how many years have you taught home economics? 
148. How many hours do you teach home economics per week? 
149. How many home economics classes are you teaching this semester? 
150. Please circle your highest degree and write in the year you received it. 
(1) Ph. D. (2) Master's deCTee 
(3) Bachelor's degree 
(4) Diploma 
(5) Other (please identify) 
151. What is your major? 
n) Home economics education 
(2) Home economics 
(3) Other (Please identify) 
152. Please circle the location of the school in which you teach. 
rn Metropolitan area governed by the central government. 
(2) City governed by provincial government. 
(3) City governed by local government 
(4) Village or small town. 
153. Approximately how many students are there in your school? 
154. How many classes are there in your school? 
155. Approximately, how many books are there in your school library? 
156. What literature-related extracurricular activities exist in your school? Circle all that supply, 
n) School journalism chib 
(2) Drama club 
(3) Writing club 
(4) Dd)ate club 
(5) Reading club 
(6) Recitation club 
(7) Poetry and poem appreciation 
isS Other (Please identify) 
(9) None 
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IOWA STATE UNIVERSITY College 01 Family Lind Consumer ^cicnccs 
Department ol Family and Consumer 
O F  S C I E N C E  A N D  T E C H N O L O G Y  
Sciences Education and Studies 
219 MacKay Hall 
Ames. Iowa 500 u -11 io 
513 294-6444 
FAX 515 294-4493 Novembers, 1994 
Dear Home Economics Teacher: 
The purpose of this survey is to examine teachers' attitudes toward a model which uses literature 
to teach home economics at the junior high school level. 
Reading classic novels (such as the Dream of the Red Chamber), the modem Chong-yau's novels 
(such as the Mistlike Rain), essays and short stories provide us with opportunities to develop 
understanding of the lives of human beings. The content of selected literature may interweave 
emotions such as happiness, anger, sadness, and pleasure with parent-child relationships, 
friendships, and love in the context of daily lives. Using literature to teach home economics is one 
approach that may facilitate teaching and learning in home economics. 
The enclosed questionnaire will take no more than 30 minutes of your time. Most of the questions 
can be answered by circling the number of your response or by writing short responses. Please 
follow the directions to each part of the survey as you respond. The code number inside the 
instrument is for the purpose of identifying returning and organizing the mailing. All data will be 
treated as confidential. If a question seems too personal, you may choose not to respond to it, but 
all items asked are critical to the success of this project. Your assistance and any comments will 
be appreciated. 
Sincerely, 
Meei-Ruey Hsu 
Graduate Student 
SaUy K. Willams, Ph D, CHE 
Professor 
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